A Plan for Effective
School Leadership

According to an old proverb, “A vision without a plan is just a dream A plan with-
out a vision is just drudgery. But a vision with a plan can change the world ” In
the first six chapters of this book, we presented the rationale for and the results of
our meta-analysis and our factor analysis Qur meta-analysis resulted in the iden-
tification of 21 responsibilities that define the role of a school leader Our factor
analysis resulted in the realization that leadership is different depending on
whether a school is engaged in first-order change ot second-order change Finally,
we found that the wotk of Richard Elmore added an important explanatory
dimension to our findings His conclusion that identilying the right wotk is criti-
cal to the success of a school helps us understand the conditions that mediate the
impact of schoo! leadership

All these findings help us better understand school leadership However, in
isolation they do not constitute a plan—a set of coordinated actions that a school
leader can take to enhance the achievement of students in schools In this chap-
te1, we attempt to do just that—organize our findings and conclusions into a plan
of action that will help any school leader articulate and realize a-powertul vision
for enhanced achievement of students

Our proposed plan involves five steps:

1 Develop a strong school leadership team

2 Distribute some responsibilities throughout the leadership team
3 Select the right work

4 Identily the order of magnitude implied by the selected work

5 Match the management style to the order of magnitude of the change
initiative
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Step 1: Develop a Strong School Leadership leam
One of the findings from our meta-analysis is that 21 responsibilities characterize
the job of an effective school leader Although this list appears inoxdinately long,
it is mot; other researchers who have synthesized the research on leadership have
identified equally long lists Recall from the discussion in Chapter 2 that Cotton
(2003) identified 25 responsibilities much like ours We believe that anyone who
attempts to synthesize the research on schoal leadership will have similar results.
In short, our research and that of others validates the conclusion that jeading a
school requires a complex array of skills However, the validity of this conclusion
creates a logical problem because it would be rare, indeed, to find a single indi-
vidual who has the capacity or will to master such a complex array of skills How
does one reconcile the fact that effective school leadership requires 21 responsi-
bilities but that the mastery of all 21 is beyond the capacity of most people? Taken
at face value, this situation would imply that only those with supethuman abilities
or the willingness to expend superhuman effort could qualify as effective school
leaders

Fortunately, a solution exists if the focus of school leadership shitts from a sin-
gle individual to a team of individuals. 1f school leadership is the responsibility of a
leadership team within a school as opposed to the principal acting as lone leader, all
21 responsibilities can be adequately addressed As we saw in Chapter 2, a variety
of theorists (such as Fimore, Fullan, and Spillane) have addressed this concept of
shared leadership directly and indirectly in a variety of theories For us, it is the con-
cept of a purposeful community that provides guidance as to how a leadership team
might best be developed and maintained Specifically, we believe that a sttong lead-
ership team is the natural outgtowth of a purposeful community. In other words,
crafting the school into a purposeful community is a necessary condition for the
design of an effective leadership team.

Crafting a Purposeful Community

We define a purposeful community as one with the collective efficacy and capa-
bility to develop and use assets 0 accomplisit goals that matter o all community mem-
bers through agreed-upon processes Four important concepts are embedded in this
definition First is the concept of collective efficacy, which is group members’ shared
perception or belief that they can dramatically enhance the effectiveness of an
organization According to Goddard, Hoy, and Hoy (2004), the collective efticacy
of the teachers in a school is a better predictor of student success in schools than
is the socioeconomic status of the students In simple terms, collective efficacy is
the shared belief that “we can make a ditference ”
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The second concept important to our definition of a purposeful community is
the development and use of all available assets Assets can be tangible or intangible
(Kaplan & Norton, 2004) langible assets include financial and physical tesources,
the number of personnel in a school and the talents they bring, technology, and
access to informarion. Intangible assets involve a shared vision, shared assump-
tions about what is important within the school, and shared ideals and beliefs
about the core mission of the school

The third concept important to the definition of a purposeful community is
that it accomplishes goals that matter to all community members Communities come
in many types and forms Purposeful communities are distinguished from “acci-
dental communities” by their strong, well-articulated reasons foz existing They are
not a product of serendipity; rather, members decide whether they wish to be part
of the community. This is not a new idea; it has been well defined within discus-

sions of “intentional communities ” For example, in Making the Grade, Wagner
(2002) writes:

Historically, most communities were created by accident They were usually the
result of some physical proximity o1 immediate shared need Sometimes they fut-
thered the goals and growth and development of their members, sometimes they
didnt—as any long-time resident of a smail town will tell you By contrast, an
“intentional community” is creared for a purpose In fact, the term “intensional com-
munity” was first widely used to describe efforts of the nineteenth-century utopians

to create communities whose goal was the intellectual and spiritual growth of its
members (pp 148-149)

The fourth concept important to our definition of a purposeful community is
agreed-upon processes These are processes that enhance communication among
community members, provide for efficient reconciliation of disagreements, and
keep the members attuned to the current status of the community,

These four elements provide a template for the actions that the school leader
must take More pointedly, of the 21 responsibilities, the school leader must
execute certain ones to develop a purposeful community from which a strong
leadership team can be constructed We believe that at least 9 of the 21 respon-
sibilities are necessarily the purview of the principal and are the foundations
for establishing a purposeful community The 9 responsibilities are the following:
* Optimizer
» Affirmation
* Ideals/Beliefs
* Visibility
* Situational Awareness
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o Relationships

« Comimunication
« Culture

» [nput

Each of the four critical aspects of a purposeful community is dependent on the
school leader’s effective execution of one or more of these 9 responsibilities

To create the collective efficacy that typifies a purposeful community, the school
leader must effectively execute the responsibilities of Optimizer and Affirmation
The principal must be the champion (Optimizer) for the belief that the staff oper-
ating as a cohesive group can effect substantive change. Unfortunately, a number
of tesearchers and theotists believe that school faculties do not typically operate
from the shared belief that as a group they can make a difference (DuFour, 1998,
2004; Sergiovanni, 2004} Rather, teachers tend to operate from the perspective
that their contribution fo student learning is more a function of their individual
efforts than the collective efforts of the staff Given these isolationist tendencies, it
is the job of the school leader to foster a belief in the power of collective efficacy
Sergiovanni (2004) refers to this shift in perspective as developing a “community
of hope ”

In specific terms, the principal might begin the school year with a thoughtful
dialogue regarding the imporiance of a team approach to schooling, providing
examples that illustrate the power of operating as a team In recent years, Collins’s
(2001) book Good to Great, about companies that have not only endured economic
hard times but prospered, has caprured the attention of educatots throughout the
country. His concept of “getting the right people on the bus” fits nicely into a dis-
cussion of the power of collective efficacy For Collins, the bus is a metaphor for
the otganization—in this case, the school The “right people” is a metaphor for a
group of like-minded individuals who are willing to subsume their personal antbi-
tions under the common good of the institution

Sergiovanni (2004) reminds us that the belief in collective efficacy must be
backed up by fact—evidence that it works The school leader accomplishes
this by executing the responsibility of Affirmation—recognizing and celebrating
the legitimate successes of individuals within the school and the school as 2
whole Such acknowledgment provides evidence to the faculty that their efforts
are producing tangible results o do this, the principal might devote a portion
of each faculty meeting to acknowledging accomplishments of the school as a
whole and individuals working toward the common good of enhanced student

achievement
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The second concept critical to a purposeful community is the development and

use of available assets As mentioned, assets can be tangible or intangible The tan-
gible assets such as hooks and equipment can be addressed effectively by the
leadership team in the execution of the responsibility of Resources (We suggest
how the leadership team might do this in Step 2; see Figure 7.1, pp 108-109)
However, the development of intangible assets such as shared visions, shared
assumptions, and shared ideals is a by-product of actions by the principal Such
actions are exhibited when the principal executes the tesponsibility of Tdeals/
Beliefs Ideals/Beliefs might be one of the moze difficult responsibilities for the
school leader to execute Recall from the discussion in Chapter 4 th
one’s ideals and beliefs is a very intimate act (De Pree, 1989) Golem.
and McKee (2002) contend that such willingness to self-disclose is a
ponent of emotional intelligence

Carrying out the tesponsibility of Ideals/Beliefs, the: school leader might articu-

late his ideals and beliefs about the nature and purpose of schooling and invite
teachers to share theirs, in an attempt to identify commonalities In K12 schools,
such commonalities should be easy to come by because teachers and ad
probably share common reasons for entering the teaching profession, many of which
deal with making a positive difference in the lives of others When consciously opez-
ating from these “higher” principles, human beings are willing to expend vast
amounts of energy and experience a heightened sense of satisfaction when doing so
(Bandura, 1997; Csikszentmihalyi, 1990: Harter, 1999)

The third defining characteristic of a purposeful community is that it accom-
plishes goals that matier to all communily members The critical phrase here is “all
community members ” The driving force behind this concept is that all the mem-
bers of the school staff believe that their day-to-day efforts serve common goals.
Certainly the discussions regarding shared ideals and beliefs will go a long.way to
this end. However, in the complex swirl of activity that characterizes the day-to-
day life of most schools, even the most meaningful discussions are easily forgotren
Itis up to the building principal to keep the common goals articulated in those dis-
cussions alive for all staff members, The principal does so through actions, not
words. Specifically, five responsibilities are involved in this aspect of a purposeful

community: Visibility, Situational Awareness, Reiationships, Communication, and
Culture

at disclosing
an, Boyatzis,
critical com-

ministrators

Visibility requites the principal to have frequent contact with teachers and
students. These contacts would typically be evident as informal and unscheduled
encounters as the principal walks through the building observing classes in
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progress, chatting with teachers and students, and observing spoits events and

other extracurricular activities The principals strong presence comrmunicates
that administration and statf are a team working together in all aspects of the

school
Situational Awareness refers to the principals awareness of the details and

undercurrents of tunning the school Obviously, effective execution of the respon-
sibility of Visibility will make it easier o execute Situational Awareness As part of
creating a purposeful community, Siruational Awareness involves knowing the
positive and negative dynarmics that occut between individuals in the school, and
using this information to forecast and head off potential problems For example,
the principal might become aware that a certain teacher or a certain group of
teachers feels disenfranchised Rather than wait for these [feelings to show them-
selves in a negative mannet, the principal would meet with the teacher or teach-
ers, inviting them to discuss their issues openly
The responsibility of Relationships might be considered 1o be the bedrock of
the principals efforts to establish a purposeful community. Along with an aware-
ness of specifics of the professional iives of faculty and staff in a building, the prin-
cipal should be aware of their personal lives, appropriately commenting on and
reacting to critical events
The responsibility of Culture involves the creation of a cooperative environ-
ment among staff within the context of a shared sense of purpose Certainly the
execution of the other responsibilities will contribute to establishing an appropti-
ate culture, However, the principal should take overt action o thisend Schmoker
(2001) proposes the simple device of bimonthly or monthly meetings at which
teachers who are Tesponsible for common subject areas, grade levels, or both meet
to discuss instructional issues One standing issue at all these meetings would be
the level of consistency between the schools actual operations and its espoused
ideals and beliefs
The fourth defining feature of a purposeful community is agreed-upon processes
As stated earlier, these processes enhance communication among members of the
community, provide for efficient reconciliation of disagreements, and make appar-
ent the heaith (or lack thereof) of the community The effective execution of the
responsibility of Input addresses these issues Recall from Chapter 4 that Input
involves ensuring that alk staff members in the school have a voice in the running
of the school. At one level, input can be directly to the principal A vehicle for this
might be a standing open-door policy that gives every faculry member ready access
to the principal At a more formal level, the principal might schedule systematic
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meetings with every faculty member to seek out suggestions on how the school
might be run more effectively Additionally, each faculty meeting might include

time for staff members to identify areas of concern regarding the running of the
school '

Although these various actions are labor intensive, they are probably precon-

ditions for a purposeful community, which itself is a precondition for a strong
leadership team

Setting Up and Maintaining a Leadership Team
A school will probably never reach a point at which people can stop working
toward a purposeful community. To use a well-worn phrase, a purpesetul com-
munity is more of a journey than it is a destination Consequently, the school
leader can begin setting up a leadership team in concert with the crafting of a put-
poseful community There are no hard-and-fast rules for designing a leadership
team However, experience has shown us that at least two generalizations seem to
apply to a well-functioning leadership team
The first is that the members of the leadership team should be volunteers This
means that membership should not be based on some form of rotation wherein !
each staff member must serve a certain petiod of time No doubt, membership on
the team will require extra work and extra energy The only way that this effort can
be expected of leadership team members is if they volunteer their services because
of their extraordinary commitment to the effective functioning of the school COne
way of thinking of the leadership team, then, is that it is a group of individuals
highly committed (o the general well-being of the school Members share a “cul-
ture of commitment” regarding the school This is not to say that individuals who
fail to volunteer for service on the team are uncommitted. Rather, individuals
might not volunteer simply because they have issues outside school that are pri-
orities at a given point in time. Every educator experiences times wheén profes-
sional life must take a backseat to personal life Most likely the leadership team
will be populated by individuals whose professional life is one of their highest pri-
orities—ar ieast for the time being
The second generalization regarding the leadership team is that it is important
to establish strong operating principles and agreements A leadership team will have
a “way of working together” that will develop as a function of serendipity or design
Strong operating principles help ensure that the way the team works together
is productive, not destructive A teamk operating principles should be what the
team turns to when the predictable conflict associated with change (particulatly
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second-order change) occurs. Accordingly, operating principles should be broad
and powertul statements that reflect values, or “truths,” that transcend the differ-
ences that can divide groups in times of stress or conflict The following are some
operating principles we have found to be particularly powerful

« Significance We address “questions that matter,” leading to a deep and
broad positive impact on learning and practice We continually review new and
existing work against our goals and emerging issues so that we focus our resources

appropriately
« Quality. Our work and our approach exemplify the highest professional

standards, withstanding critical scrutiny and exhibiting state-of-the-art practice
We review our work and hold ourselves accountable for our processes and results,
striving for continuous improvement

» Responsibility. We operate for the public good and are accountable for our
wotk, the way in which we conduct it, and our interactions with each other. Our
ultimate goal is to identify, develop, and share information and techniques that
improve student learning We assess our work and welcome direct and honest
feedback so we can learn, grow, and remain relevant to those we serve

» Integrity. We strive to create and maintain an environment of trust, respect,
and common values We treat each other and those we serve with fairness and
respect What we say and do supports who we aspite to be and what we have set
out to accomplish '

o Bthics. Our work and our approach reflect fair, just, and compassionate
understanding and insight. This results in opportunities for success for all children
and those who serve them, regardless of race, culture, location, sociceconomniic sta-
tus, or discipline

+ Openness. Our decision-making process is transparent to both internal and
external audiences This means that faculty, staff, and the community we serve
have an opportunity to understand how we make decisions and learn what deci-
sions were made To expand the base of knowledge in education, we regula:ly
communicate key knowledge and learning to internal and exter nal audiences

Along with identifying operating principles, the leadership team must formal-
ize agreements among team membets to make the principles operational These
agreements should be commitments that team members make to one another
describing the behaviors that staff members who are not on the team will be able
to observe in day-to-day interactions One of the agreements should address the
importance of team members holding each other accountable for honoring their

agreemems
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Step 2: Distribute Some Responsibilities
Throughout the Leadership Team

With a leadership team established, the next step is to distribute the 12 responsi-
bilities throughout the leadership team This is not to say that the principal should
exclude himself from the execution of these responsibilities. Rather, these remain-
ing 12 can be considered the joint wotk of the leadership team, with the principal
functioning as a key member of that team Here we describe how the {eadership
team might address a few of the 12 distributed tesponsibilities
Knowledge of Curziculum, Instruction, and Assessment involves the acquisi-
tion and cultivation of knowledge regarding best practices in curticulum, instruc-
tion, and assessment. It seems reasonahle that a team of committed people can
address this responsibility more effectively than any one individual For example,
different members of the leadership team might be responsible for reading the cur-
rent research and theory on different topics Some team members might focus on
curriculum, others on instruction, and others on assessment The building princi-
pal operating as a member of the team would select one of these topics, but it
would be the collective efforts of the team that would address this responsibility
in a comprehensive manner
As described in Chapter 4, whereas Knowledge of Curriculum, Instruction,
and Assessment focuses on the acquisition of knowledge, Involvement in Curricu-
lum, Instruction, and Assessment involves hands-on interactions with teachers
This responsibility manifests itself as direct involvement in day-to-day classroom
practice Again, the leadership team would distribute the work involved in execut-
ing this responstbility, with some members focusing on providing support and
guidance for classroom teachers who want help with curricular issues, others
focusing on instruction, and others focusing on assessment
Flexibility refers to the ability and willingness to adapt leadership style to the
needs of the current situation One of the defining features of this responsibility is
the ability to maintain what is referred to as the “balcony view” of an organization
(Heifetz & Laurie, 2001; Heifetz & Linsky, 2002a} Heifetz and Linsky (2002b)
explain the dynamics of the balcony view in the following way:

Get off the dance floor and onto the balcony. 1 eadership is improvisational. It caunot be
scripted On one hand, to be effective a leader must respond in the moment to what
is happening On the other hand, the leader must be zble to step back our of the
moment and assess what is happening from a wider perspective We call it getting off
the dance floor and onto the balcony It may be an original metaphor, but its not an
original idea. For centuries religious traditions have taught disciplines that enable a
person to reflect in action Jesuits call it contemplation in action Hindus call it Karma
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Yoga We call it getting onto the balcony because thats a metaphor people can easily
relate to But its critically important, and the reason why religious traditions have
ralkked about it for so long is that it’s hard to do _It’s hard, in the midst of action,
10 step back and ask yourself: What’ really going on here? Who are the key parties ic
this problem? What are the stakes they bring to this issue? How will progress require
s all to reevaluate our stakes and change some of our ways? (pp 4-5)

Heifetz and Linsky further emphasize that the balcony view is difficuit for
individuals to achieve, as they imply by their many references to teligious tradi-
tions As a committed group, however, the leadership team is well equipped to
achieve this perspective Specifically, the leadership team might periodically ask
questions such as these: What are the most critical issues cutrently facing us?
What are our biggest weaknesses? What are our biggest strengths? What is the
next best action to take as a leadership team? In some cases the leadesship team
might conclude that they must adopt a more open stance relative Lo the concerns
of the staff and faculty In other cases they might conclude that they must reaffirm
the shared ideals and beliefs that underpin the school’s efforts. In still other situa-
tions, the team might conclude that for the time being they should simply allow a
certain amount of unrest to occur

Tn shott, 12 of the 21 responsibilities can be effectively distributed through-
out the leadership team Figure 7 1 on pp. 108-109 lists some actions the leader-
ship teamn might take for each of the 12 distributed responsibilities.

Step 3: Select the Right Work
In Chapter 6 we considered the importance of a schools selecting the right work
The school leader might do a good job of crafting a purposeful community, out of
which a strong leadership team arises; but if the schoot under the direction of the
leadership team does not select work that has a high probability of enhancing stu-
dent achievement, the hard work of the principal, the leadership team, and the
school as a whole will be for naught—at least in terms of student academic
achievernent A metaphor for the impottance of this step might be a sailing vessel
charged with the task of visiting poxts of call that are interesting and instructive to
the toutists on board The capsain of the ship might do well at assembling a fine
crew and distributing the many chores aboard the ship If the captain and crew
select the wrong destinations given their charge, however, their work will not pro-
duce the desited result

in schools, the “desired result” typically deals with student academic achieve-
ment In Chaptet 6 we identified 39 action steps that might be considered the right
work in a given school Figure 7.2, pp 110-111, reviews these 39 action steps




SCHOOL LEADERSH{P THAT WORKS: FROM RESEARCH TO RESULTS

FIGURE 7|
Distributed Responsibilities and Actions of the Leadership Team

¢ Leadership Team

Monitoring/Evaluating

Provide feedback on classrocm practices and student Isarning through

multiple strategies (e g lesson study, student work observations, and
team planning)

Ensure that the aligned and intended curriculum is taught (e g through
observations, feam planning, and student work),

Khowledge of

.

Ensure that professional development is focused on agreed-upon

Curricufumn instructional and assessment practices within the intended curriculum
Instruction and * Assess knowledge needed and acquired using informal methads
Assessment

{e.g. observation, surveys, student work, needs assessment).

Involvernent in

Cevelop and model techniques for effective fesson design that include

Curticulum (13 how to effectively communicate learning goals, (2) how to Help

Instruction and students acquire and integrate their knowledge (3) how to help stu-

Assessment dents practice and review knowiedge and (4) how to determine if
students have learned the knowledge.

Focus * Adopt common agreemants regarding student expectations and effort

reguired to meet the established goals

Communicate goals to staff and formally and informally keep them in
the forefront of the conversations about student achievement,

Intellectual Stimulation

Use study groups demonstrated through a leadership team fishbow

to stimulate inquiry and reflection on the research around the focused
goals

Use language with peers that demonstrates kn:‘owledge of and respect
for research on student learning.

Flexibility

Respond to issues and concerns raised by staff in a direct open and
transparent manner;

Develop mechanisms to support teachers through the change process.
Examine leadership tearm practices and make necessary changes

Support the principal when situations require a more directive Style of
leadership, T

Resources

»

Allocate resources based on instructional priorities. Re transparent in
this work

+

Determine annual priorities for faculty tearning

Provide staff development opportunities that are coordinated with the
school's focus and mission,

Centingent Rewards Support the implementation of policies and practices that are

performance-based as opposed to senjority-based

Recognize both formally and informally, those whose work is congruent
with the stated purpose and goals of the school.

Qutreach Communicate positively with the community about the school

Engage parents in activities that are meaningful and relevant to them
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FIGURE 7.1 (continued}
Distributed Responsibilities and Actions of the Leadership Team

Responsibiliy - | Actions of ihe LeadershipTeam ~*

Qutreach {contnued) « Collect data regarding parent and community attitudes toward the
school Analyze results and design appropriate programs

Promote the school s accomplishmertts through the media and central
administration.

Discipline Establish agreed-upon policies and procedures for scheduling practices
that do not interrupt instructional time

Establish routines for communication that minimize or eliminate
interruptions and distractions to dassroom instruction.

Change Agent Model 3’ can do attitude; formulate agreements about suppor ting
initiatives, such as ‘no badmouthing the change”

Analyze change initiatives To determine implications for different
stakeholders

Lead structured dialogues to ascertain peoples underlying assumptions,
values, and beliefs

Provide data that create sustained tension betwesn what is and what
could be

Assess the magnitude of a change and identify levels of cormfort and
discomfort.

Help the principal execute routines and procedures

identify ways to improve the effectiveness and utility of established
routings and procedures

To identify the right work in a school, the 3% questions in Figure 7 2 might be
posed to the entite faculty To this end, the model from What Works in Schools
(Marzano, 2003) involves an online survey that allows teachers within a building
to respond to multiple items for each of the 39 action steps Through 2004, mote
than 2,000 schools have administered the survey to staff members For each item,
teachers and administrators answer the following questions:

« To what extent do we engage in this behavior or address this issue?

« How much will a change in our practice on this item increase the academic

achievement of our students?
« How much effort will it take to significantly change our practices regarding

this issue?

The first question deals with how well the school is doing relative to the action
steps The second question deals with how much student achievement will be
enhanced if the school improves on the issue addressed in the item We consider
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FIGURE 72

A Model for Identifying the “Right Work”

- _"A_'cfioh_ Steps s

R .| Is the next best thing 16 do in ouir school"to REPPGIRIH
Guaranteed I Identify and communicate the content considerad essential for all
and Viable students versus that considered supplemental?
Curriculum 2 Ensure that the essential cortent can be addressed in the amount of
time available for instruction?
3 Ensure that teachers addrass the essential cortent?
4. Protect the Instructionat time availabie to teachers?
Challenging 5 Implement an assessment and record-keeping system that provides
Goals and timely feedback on specific areas of knowledge and skill for specific
Effective students?
Feedback 6. Establish and monitor specific challenging achievernent goals for the:
school as & whole!
7 Establish and manitor specific challenging achievement goals for each
student?
Parent and 8 Establish vehicles for communication between schoals and parents and
Community the community?
4 Irvolvement 9 Establish multiple ways for parents and community to be involved in
.Ell" the day-to-day running of the school?
§ IG Establish governance vehicles that allow for the involverment of parerts
5 and community members?
wy
Safe and i1 Establish rules and procedures for behavioral problems that might
COrderly be caused by the school's physical characteristics or the school's
Environment routines?
12 Establish schoolwide rules and procedures for general behavior?
I3 Estabiish and enforce appropriate consequences for violations of rules
and proceduires?
[4 ECstablish a program that teaches self-discipline and responsibility to
students?
I5 Establish a system that allows for the early detection of students who

have high potential for viclence and extreme behaviors?

Collegiality and
Professionalism

Establish norms of conduct and behavior that engender ccﬂ-ié(éiality and
cooperation?

Establish governance structures that allow for teacher invelvement in
decisions and policies for the school?

I8. Provide teachers with meaningful staff development activities?
T Instructional 19 Provide teachers with an instructional framework for planning units
;,'I’ Strategies that employs research-based strategies?
-
2 Classroom 20 Have teachers articulate and enforce a comprehensive set of classroom
§ Management rules and procedures?
L




ides
cific

“the

each

Tts and

i in

arents

hI8

A Plan for Eflective School Leadership

FIGURE 7 2 (continued)
A Model for ldentifying the “Right Work”

: nﬂs'_ﬂhe‘ next best thing 1o do in’ otir schoo-'to e

Teacher-Level

Classroom
Management

21

Have teachers use specific strategies that reinforce appropriate
behavior and recognize and provide consequences for inappropriate
behavior?

Institute a schochwide approach to discipline!

Helps teachers develop a balance of moderate dominance and
maderate cooperation in their dealings with students?

Provide teachers with an awareness of the needs of different types of
students and ways of alleviating those needst? '
Have teachers employ specific strategies to maintain or heighten their
awarenass regarding the actions of students in their classes?

Have teachers employ specific strategies that help them
maintain a healthy emotional objectivity with their students?

Classroom
Curriculum
Design

Have teachers identify the important information and skills in the topics
they are required to addressl

Have teachers present new content muttiple times using a variety of
activities?

Have teachers make distinctions between those skills and processes
that will be taught to a level of mastery and those that will only be
introduced?

Have teachers present content in groups or categories that
demonstrate the critical features of the content?

Have teachers engage students in complex tasks that require
addressing content in multiple ways?

Student-Level

Home
Ervironment

Provide training and support to parents to enhance their communica-
tion with their children about schook their supervision of their children
and their ability to communicate expectations o their children within
the context of an effective parenting style!

Learned
Intelligence

and Background
Knowledge

33

34

35

Involve students in programs that directly increase the number and

quality of life experiences students have! -

Involve students in a program of wide reading that emphasizes
vocabulary developrent!

Pravide direct instruction in vocabulary terms and phrases that are
important to specific subject matter centent?

Motivation

36
37
38

39

Provide students with feedback on their knowledge gain?

Provide students with tasks and activities that are inherently engaging?
Provide opportunities for students to construct and work on
long-term projects of their own design?

Teach students about the dynamics of motivation and how those
dynamics affect them?

Adapted by permission

from What Works in Schoois by Robert ] Marzano. Copyright © 2003 ASCD
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the third question in the next section For now, lets illustzate how the first rwo
questions might be used to identify the right work for a school :
Consider Action Step 2 in Figure 7 2 It deals with whether the content that
teachers are expected to address can be adequately taught in the instructional time
available (o teachers. According to a recent analysis of the responses from the
2,000 schoois that have taken the What Works in Schools sutvey (see Marzano,
2005), teachers commonly 1ate their schools performance on this item very low—
they perceive that they do not have sufficient time to adequately address all the
content they are expected to teach Additionally, teachers commonly rate this iterm
high in terms of the extent to which it will enhance student achievement in their
schools It is the confluence of these two response patterns that provides evidence
for a school’s next best work Whether the action steps in Figure 7 2 are presented
to the faculty as a formal survey or simply as discussion items at a faculty meet-
ing, it should be possible to get a cleat view regarding the right work for the school
by identifying those items on which the school is nor performing well and on
which improved performance will enhance student academic achievement

Step 4: Identify the Order of Magnitude
Implied by the Selected Work

Step 3 should result in the identification of a specific area of work on which to
focus 1deally, the work identified is the most powertul next action the school can
take to enhance the academic achievement of students With its next work identi-
tied, the leadership team would consider the magnitude of change implied One
of the difficult aspects of identilying the magnitude of change for a given initiative
is that one personss first-order change might be another’s second-order change
The phenomenon of first- versus second-order change is an internal event It
is delfined by the way people react to a proposed inniovation Whether a change is
perceived as first order or second order depends on the knowledge, experience,
values, and flexibility of the individual or group perceiving the change Figure 7 3
lists characteristics thar typically determine whether an initiative is ﬁéﬁ:eived asa
first-order change or a second-order change
To illustrate the characteristics depicted in Figure 7 3, consider the initiative of
moving from a traditional report card to one that is standards-based Specifically,
Action Step 5 in Figure 7 2 addresses the implementation of an assessment and
record-keeping system that provides timely feedback on specific types of knowledge
and skills for specific students One manifestation of this action step is a standards-
based report card like that depicted in Figure 6 3 (see Chapter 6, p 85) Depend-
ing on how they peiceive this change initiative, some staff members will experience
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FIGURE 7.3
Characteristics of First-Order Change and Second-Order Change

s Is perceived as an extension of the past * Is perceived as a break with the past

» fits within existing paradigms » Lies outside existing paradigms

« |5 consistent with prevailing values and norms « Conflicts with prevailing values and norms

» Requires the acquisition of new knowledge
and skills

» Requires resources currently not avaiiable 1o
those responsible for implementing the
innovations

+ Can be implemented with existing knowledge
and skifls

« Requires resources currently available to those
responsible for implementing the innovations

« May be resisted because only those who have
a broad perspective of the school see the
innovation as necessary

« May be accepted because of commen
agreement that the innovation is necessary

the initiative as first-order change and others will experience it as second-order
change
The first characteristic listed in Figure 7 3 is the extent to which the proposed
change is perceived as an extension of or a break from the past Perhaps a specific
teacher in the school has been experimenting with standards-based ways of
reporting to her students for a few semesters or even a few years. Consequently,
for her, changing the school 1eport card to one like that depicied in Figure 6.3 is
an extension of her experiences—the next logical step. However, for another
teacher in the same school who has not been experimenting with new reporting
systems, a new report card is not an extension of the past That teacher would view
the new report card as second-order change. e
The second characteristic listed in Figute 7 3 is the extent to which the inno-
vation is perceived as fitting within existing paradigms [o itlustrage this charac-
teristic, lets consider two other individuals in the schoot, both of whom are
building vice principals One of the two might perceive that the faculty in the
school strongly favors using standards as the guiding force behind not oxnly the
schools reporting system but also the design of the curriculum and the type of
tests that should be given Indeed, that vice principal might regularly interact with
teachers who hold this point of view. For this vice principal, the new report card
fits well within the existing paradigm regarding schooling—it is a first-order
change However, the second vice principal systematically interacts with a group
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of teachers who perceive standards as a disruptive force in the functioning of the
school and the intellectual freedom of teach

the new standards-hased report card as a dr
adigm—a second-order change

The remaining characteristics listed in Figure 7.3 follow suit Depending on
the characteristics an individual ascribes to an innovation, the individual will pez-
ceive the innovation as first or second order in nature Within one school, differ-
ent individuals or groups will ascribe diffezent characteristics to an innovation, so
that the magnitude of change associated with the innovation is different for vari-
ous constituent groups in the school How, then, does the school leader and lead-

ership team ascertain the order of magnitude of the changes being proposed? We
suggest two ways.

ers [hat vice principal would perceive
amatic departure from the existing paz-

The first technique is to determine People’ perceptions of how difficult ir
would be to implement the innovation [t makes intuitive sense that change ini-
tiatives that are perceived as second order will be thought of as more difficult than
change initiatives that are first order in hature This is where the third question in
the What Works in Schools survey is of use It asks: How much effort will it take to
significantly change our practices regarding this issue? For faculty members whe
indicate that a great deal of effort will be required 1o signiticantly change the
schools’ practices, the innovation is most likely second order in narure For those
who indicate that little effort will be required, the innovation is most likely first
order in nature
The second technique is more direct: it is a simple exténsion of the character-
istics listed in Figure 7 3 Specifically, the principal and the leadership team can
address the following questions tegarding the work that has been selected:
* Is the new work a logical and incremental
in the past?

* Does the new work fit within the existin
istrators?

extension of what we have done

g paradigms of teachers and admin-

* Is the new work consistent with prevailing values and norms?
* Can the innovations he implemented with the knowledge and skills that
exist among the faculty and administrators?

* Can the innovations be implemented with resources that are easily available?
* Is there common agreement that the mnnovation is necessary?

I the principal and leadership team conclude that most of the staff would answer

no to most of these questions, they have good evidence that the new work that has
been selected is second order in magnitude
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Step 5: Match the Management Style to the Order of

Magnitude of the Change Initiative

¢ leadership team and the principal should have a fairly
new work is first order or second order in mag-
hip looks quite different for first-order” versus

As a result of Step 4, th
good indication of whether their
nitude As we have seen, leaders
second-order initiatives

Managing First-Order Change

First-order change requites attention to
in Step 1, the school principal must addres
simply to craft a purposeful community.

all 21 responsibilities As described
s at least nine of these responsibilities
Again, these responsibilities are the

following:
» Optimizer
« Aftirmation
» Ideals/Beliets
» Situational Awareness
» Visibility
» Relationships
e Communication
» Culture
« Input

The school leader must persist in effectively executing these nine responsibilities

eful community but also to support first-order change

not only to nurtute a purpos
e in the

initiatives This does not mean that the leadership team cannot participat

effective execution of these responsibilities as a way of supporting the principal
To illustrate how the leadetship team might provide such support, lets briefly

consider a few of the responsibilities. Recall from the discussion of Step 1 that-the

cipal executes the responsibility of Optimizer by being a champion for

building prin
produce powerful results

the belief that the staff operating as a cohesive group can
The leadership team might support this responsibility by identifying tasks that cap-
italize on the strengths of faculty members To carty out the responsibility of Affir-
mation, the building principal might devote a portion of each faculty meeting Lo
acknowledging the accomplishments of the school as a whole as well as individuals
within the school In support of this, the leadership team might systematically gather
examples of these collective and individual accomplishments so that the princi-
pal will have a readily available list of examples In short, the leadership team can
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provide concrete suppott for each of the nine responsibilities that pertain speciically
to the principal Figure 7 4 lists some other ways the leadership team might help the
principal execute these responsibilities

In addition to supporting the principals responsibilities, the leadership team
should continually attend to the 12 distributed responsibilities (see Figure 71,
p 108) In short, first-order change initiatives require attention to all 21 respon-

sibilities As discussed in Chapter 5, they are necessary ingredients in the day-to-
day operations of a school

Managing Second-Order Change

Second-order change 1equires a different approach to leadership Recall from
the discussion in Chapter 5 that seven responsibilities seem to be critical to effec-
tive leadership for second-order change They are the following:

* Knowledge of Curriculum, Instruction, and Assessment

* Optimizer

* Intellectual Stimulation

* Change Agent

* Monitoring/Evaluating

* Flexibility

¢ Ideals/Beliefs

These are defined somewhat differently
they ate in first-order siruations

Within first-order change situations, Knowledge of Curriculum, Instruction,
and Assessment refers to an understanding of best practices regarding curriculum,
insttuction, and assessment  Within second-order change, this responsibil
involves an understanding of how the selected change initiative will affect curr
practices in curriculum, instruction, and assessment For example, assume th
school has decided to institute a standards-based report card Additionally; the lead-
ership team has determined that the staff perceives the initiative as second order in
magnitade To effectively execute this responsibility, the school leader would care-

fully study how the new report card would affect the current curriculum One thing
she might discover is that the current curriculum,

lines, provides teachers with wide latitude in the co
and exclude Implementation of a standards-based report card will greatly dimin-
ish this laritude Because teachers will have to 1eport on students’ progress in cer-
tain areas of knowledge and skill, they will certainly have to address those areas of
knowledge and skill in their classes In effect, the new report card will standardize
the curriculum and influence how every classtroom teacher executes instruction and

in second-order change situations than
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FIGURE 7 4

Leadership Team Actions Supporting the Nine Responsibilities of a Principal

L addions of the LéadershipTeam

v

Responsibility” 7
Optimizer » Focus on staff strengths and help arrange wark so that strengths are
matched with tasks
« Celebrate successes,
« Use data to ilustrate progress toward goals.
Affirmation » Develop structures that regularly recognize and celebrate

accomplishments.

Take time in staff meetings to share and celebrate individual and school-
wide learning (successes and failures)

Cornmunicate student successas to parents and the community,

|deals/Beliefs

Forge shared agresments around the mission vision, and purpose of the
school Help turn the adopted beliefs into obser vable behaviors

Lead in the writing of instructional philosophies by content arza

Ask strategic questions about times when actions do not reflect agreed-
upon purposes, goals, and agreements,

Situational Awareness

Keep the principal informed about perceptions from within the schoo
and from the community the school serves,

Visibility

.

Suppert the principal in efforts to be visible: invite the principal into the
classroom; rodel the idea of being comfortable with the principal in the
classroom:; ask the principal to work with groups of students regularly
Remain highly visible around the schocl and encourage frequent contact
with students both in and outside of the classroom.

Relationships

Waork hand in hand with the principal in acknowledging professional
accomplishments of staff celebrate the awarding of advanced degrees
professional honors and so on

Recognize significant evenits in the lives of staff, such as birthdays.
martiages and births

Promate a caring culture and procedures that support staff in facing
personal challenges and meeting obligations outside of school such as
those refated to families and children.

Communication

Help develop structures that promote the free flow of informafion with
the stafl such as daily bulletins common Web pages professional sharing
during faculty meetings and joint planning time

Model constructive disagreement and problem-sclving skills.

Model positive communication; center conversations on learning,

Cutture + Model cooperation and cohesion; be promoters of the desired culture
of the building
+ Monitor school climate
« Lead structured dialogues around the purpose and vision of the school,
Input » Model giving input in a positive manner:

»

Ask strategic questions about whether decisions and actions are aligned
with school goals

Actively seek staff input

Ensure that all perspectives are addressed
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assessment Understanding the impact the new report card will likely have on cur-
riculum, instruction, and assessment might be critical to developing strategies to
ensure the success of this innovation
Within first-order change situations, the tesponsibility of Optimizer involves
being a generally positive influence in the school Within 4 second-order change si(-
uation, the role of Optimizer becomes more focused and intense The school leader
must be willing to be the driving force behind the change initiative and take 2 stand
for its success. For example, relative to a standards-based report card, the school
leader would systematically highlight the potential benefits of the new report card
Additionally, she would make it clear that she will do everything in her power to
ensute the successtul implementation of the new report cards
Intellectual Stimulaton within the context of first-arder change involves foster-
ing a knowledge of research and theory on best practices among the staff through
reading and discussion Again, within first-order change the emphasis is broad
Within second-order change the focus is on the innovation being implemented Tn
this case, reading and discussion would focus on standards-based teport cards The
general thrust of this responsibility within second-order change is to stimulate the
intellectual curiosity of facuity regarding the innovation
The importance of the responsibility of Change Agent to second-order change
is almost seif-evident In first-order change situations, this responsibility is cen-
tered on challenging unexamined school practices that have been in place for a
long time The intent is to generate new ideas for future consideration  Within
second-order change situations, the responsibility of Change Agent shifts its empha-
sis to inspiring faculty and staff to operate at the edge of their competence Ihis shift
in focus is necessary because by definition the school has undertaken a change ini-
tiative that will require teachers and administrators to perform at their best

The responsibility of Monitoring/Evaluating in first-order change situations
involves keeping track of students at a general level If achievement trends indicate
that students are not learning, adjustments are made in curriculum, instruction,
and assessment. In second-order change situations, this responsibility involves a
careful monitoring of the effects of the innovation In the case of the standards-
based report card, this would include examining the effects of the new report card
on student learning along with the effects on classroom practices.

Like the responsibility of Change Agent, the importance of the responsibility
of Flexibility to second-order change is faitly obvious Given the uncertainty asso-
ciated with second-order change initiatives, it is vital that the school leader adapt
hzr leadership style to the demands of the current situation At times the appro-
priate leadership behavior might be to provide information At other times it might
be to provide inspiration At still other times the appropriate leadership behavior




ave on cur-
strategies to

zer involves
t change sit-
chool leader
take a stand
, the school
report card.
er power to

olves foster-
taff through
is is broad
smented In
t cards The
dimulate the

rdet change
ility is cen-
place for a
ion Within
5 its empha-
e This shift
change ini-
Jest

e situations
ads indicate
instruction,
7 involves a
» standards-
report card

sponsibility
tainty asso-
zader adapt

the appro-
nes it might
ip behavior

119

4 Plan for Effective: School Leadership

might be to offer no input of guidance, allowing dynamics among the faculty to

play out on their 0wn
The final responsibility important 10 second-order change is Ideals/Beliets
As we saw in Step 1, identifying shated ideals and beliefs regarding the nature
and purpose of schooling is critical to establishing a purposeful cOmMMunIty.
Within second-order change situations, the focus is narrowed in that the leaderx
addresses the extent to which the identified innovation is consistent with shared
‘deals and beliefs While in the throes of a second-order change initiative, it is
probably easy io1 faculty and staff to forget that they selected a given initiative
hecause it was in keeping with their ideals and beliefs A standards-based report
card might have been selected because it was a logical consequence of the shared
belief that a school should be able to identify specific strengths and weaknesses
of every student While executing the responsibility of Ideals/Beliefs, the school
leader would strive 1o keep this reasoning in the forefiont of discussions regard-
ing the initiative
We have described these examples regarding the seven responsibilities critical
1o second-order change in terms of the school leader However, the leadership
team can share in the execution of these responsibilities Figure 7 5 lists some spe-
cific steps the team can take relative to these second-order change responsibilities.
As described in Chapter 5, second-order change not only involves emphasiz-
ing the seven responsibilities; it aiso involves the possible perception that things
have deteriorated 1elative to the four responsibilities of Culture, Communication,
Order, and Input
Within the context of first-order change, Culture tefers to the creation of a
sense of team spirit and a cooperative atmosphere in the running of the school It
se of a common language regarding teaching,

is accompanied by the creation and u
learning, and schooling Ina second-order change envitonment, Some Or Aty staft

members may perceive that these elements have deteriorated For examples-it 2
mbers might believe

school is adopting & standards-based report card, some stalf me
that the initiative has diminished team spirit Additionally, they might believe that
the common language that previously characterized the school has suffered since
‘he mtroduction of the new terminology of the standards-based report card

The responsibility of C ommunication involves developing cleas lines of com-
munication to and from faculty members as well as among faculty members Even
though these lines of communication might still be open, during second-order
change some faculty members might believe that the innovation has interrupted the
flow of information. Those faculiy members for whom standards-based report cards
are a great departure from their current practice might logically perceive that they

have few or no venues for expressing their concerns
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FIGURE 7.5
Leadership Team Responsibiiities and Actions Important to Secand-Order Change

“Respoiish “Adtioris of the Leadership Team: -

Knowledge of * Work individually with staff members regarding implementation of the

Curriculum innovation

Instruction. and » Attend staff development opportunities regarding the innovation
Assessment

Optimizer * Speak positively about the innovation

*+ Provide examples of other schools that have successfully implemented
the innovation

* Express a continued belief that the innovation will enhance student
achievermnent

Identify roadblocks and challenges to the innovation

Intellectual Stimulation Include research about the innovation in conversations

Ask questions that cause teachers to be reflective in their practices
related to the innovation

* Lead discussions around current practices related o the innovation

Change Agent Raise issues around achievemert related to the innavation

Share data refated to other schools that have implemented the innovation

Cempare where the school is and where It needs to be in terms of
implementing the innovation

» Demonstrate ‘tolerance for ambiguity regarding the innovation.

Monitoring/Evaluating * Look at both formative and summative assessments in relation to the
innovation

» Conduct classroom walk-throughs related to the innovation,

Flexdibility

Continually adjust plans in response to progress and tension

Use situationat |eadership regarding the innovation

+ Use protocois that allow for input regarding the innovation without
bogging down into endless discussion

|deals/Befiefs » Communicate ideals and beliefs related to the innovation in formal and
informal conversations and model through behaviors

Ensure that practices related to the innovation are aligned with shared
idezls and belief

Ask strategic questions regarding the innovation when actions dont
reflect agreed-upen purposes goals, and understandings

Order involves establishing procedures and routines that provide faculty and
students with a sense of predictability. It makes sense that the perception regard-
ing this responsibility could erode in a second-order change situation The old way
of doing things has been distupted Even if the “old” report cards were not as use-
ful as the “new” report cards, they were familiar The unfamiliar typically brings
with it a sense of uncertainty.
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Finally, the responsibility of Input will most probably suffer as a result of a
second-order change Whereas faculty and staff once felt that their voices were
being heard and heeded, the implementation of the innovation serves for some as
evidence that this is no longer the case

It is important to emphasize the fact that the perceptions regarding these four
responsibilities are just that—perceptions. For those who hold these perceptions,
however, they are reality

One approach the school leader can take is to simply ride out the storm—
endure the fact that some staff members have become disenfranchised. This sug-
gestion is not without merit Ihe realization that some faculty members within the
school will not be happy about a given second-order change can provide a sense
of freedom for a school leader Rather than try to ensure that all staff members feel
comfortable, the school leader can focus on the business of increasing the proba-
bility that the change initiative will succeed, tecognizing that some discord is
inevitable

A more proactive approach would be for the school leader to charge members
of the leadership team with focusing on the responsibilities that are casualties of the
second-order initiative That is, in cases in which the school leader might not be the
person best suited to seek out those staff mermbers who perceive that the cultwe of
the school has deteriorated, members of the leadership team can serve as strong
proxies They might meet individually with disenfranchised members of the staff
During these meetings, members of the leadership team might simply listen to the
concerns of the staff members with the intent of fully understanding and honoring
their concerns. Team membets would also ensure that the conceins expressed in
these meetings would be communicated in full to the principal In short, the lead-
ership teamn can act as goodwill ambassadors for the second-order change initiative
and liaisons between the faculty and administration

Figure 7 6 lists some other actions the leadership team might take regarding
these four responsibilities that are frequently the casualties of second-order

change

Summary and Conclusions

This chapter presented a five-step plan for effective school leadership—a plan
based on the research and theory discussed in the preceding chapters. The first
step involves developing a schoot leadership team based on the foundation of a
purposeful community The second step distributes 12 of the 21 leadership
responsibilities to the members of the leadership team, leaving 9 responsibilities
to the school principal The third step involves considering 39 action steps from
the What Works in Schools (Marzano, 2003) [ramewotk to identify the “right work”
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FIGURE 76
Second-Order Change: Responsibilities That Suffer and Actions That Help

Culture Continually remind colleagues of the vision for the initiative and why it is

important

Model a ‘we'e all in this together’ attitude

Find points of agreement that can serve as common ground during the

implementation of the innovation

In staff meetings, work in small groups generating explicit ideas and con-

nections on how the innovation ¢an advance the shared vision of the

school and how it fits the shared purpose

Provide differentiated support for teachers based on their response to
the initiative

+ Create time for staff to discuss the change and its implications.

Discuss disagreements and contentions in staff and team meetings

Probe for questions and concerns from colleagues and bring them to

the leadership team for resolution

= Develop a transition plan with the principal that anticipates varicus
responses and atternpts to be proactive

+ Communicate the transition plan to all stakeholders

* Create a unified front: Agree upon a consistent and uniform message

» Emphasize the fact that things will stabilize as the innovation becomes

better defined and institutionalized.

Communication

Order + Design effective decision-making procedures problem-solving tools, and
conflict resolution tocls

* Model effective mediation strategies

» Communicate the fact that the innovation will disrupt the established
routine to some extent )

+ Be consistent in using procedures that foster a sense of stability,

» Take an active role in creating and implementing operational procedures,

Input + Meet frequently with small groups to hear concerns and respend
» Actively seek input from staff
+ Work to develop ownership rather than buy-in for the initiative

Work with the principal to offer multiple oppor tunities to discuss the
innovation openly and honestly.

Help the staff understand the stages and the melicatid%é’ of changes
Explicitly communicate the ways in which input informs decisions
* Be transparent about the difference between decisions and input

for the school. The fourth step involves analyzing the related work to determine if
it is a first- or second-order change initiative for the faculty and staft. The fifth step
matches the appropriate leadership behaviors to the order of the change implied
by the selected wotk
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School Leadership and Social justice

We can, whenever and wherever we choose, successiully teach all children
whose schooling is of interest to us; we already know more than we need
to do that; and whether or not we do it must finaify depend on how we feel
about the fact that we haven't so far

—Ronald Edmonds, “Effective Schools for the Urban Poor”

E DMONDS’S (1979) call to educators presents a specific challenge to school lead-
ership. At its core, this challenge recognizes that not only are schools failing
many historically marginalized students but also the causes of that failure are
known and remediable Thus it is a matter of will and commitment, and not some
sort of mysterious o1 elusive process, whether schools will change. In this book 1
examine principals who answered that call—who saw the host of ways injustice
was being perpetuated in their schools, who chose to take up the challenge to ame-
liorate this, and who were able to make strides to alleviate the inequities. By
highlighting the wotk and perspectives of seven principals, I provide a specific
discussion of social justice leadership (SJL) grounded in the lives and words of
principals committed to creating more just and equitable schools, in other words,
the leadership needed to close the access, opportunity, and achievement gaps—
leadership for social justice.

Uncomfortable with decades of unfulfilled promises to many students, the
seven principals described herein demonstrated success not only with White
middle-class and affluent students, but students from varied racial, socioeconomic,
linguistic, ability, and cultural backgrounds. Ihree elementary and four second-
ary principals in the Midwest, these seven constituted a loose confederation of
like-minded school leaders and met on a number of occasions to share stories and
secrets, time-tested strategies for change, continued barriers to their work, and
visions for the future. These seven principals, six of them White and one an Asian
Ameiican, six straight and one an out lesbian, three women and four men, under-
stood that creating a soctally just school required looking at everything from play-
ground upkeep to math tracking, from school discipline to the school office, to
test scores All woiked at urban schools, but the demographics of their student

i
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bodies ranged dramatically One school was 99% Atfrican American, another 65%
white, and the others a mix of native-born and immigrant students. Other than
English, Spanish and Hmong were the predominant languages heard in four of
these schools, with a smattering of Russian, Vietnamese, Turkish, and Mandarin
sprinkled in While many of the schools could have resembled juvenile detention
facilities from the outside, inside the walls were covered with art and student work
and the playgrounds had been brightened with colorful paint and new equipment.
People entering the school could now be expected to be warmly greeted in the
halls and in the office—and no obvious police presence was evident in these urban
schools These felt like schools you would want to be in—not escape from

These seven principals had come to school leadership from markedly differ-
ent routes (counseling, neighborhood grocery, education, music), had sharply
divergent personalities (extroverted, pensive and unassuming, confrontational,
diplomatic), and ran schools facing significantly different challenges. Three had
been administrators for more than a decade, while the others were in the eaily
years of their first principal job when they participated in this study. Yet all shared
a number of values and practices. All believed that their schools had been failing
many students and all knew their schools could do a lot better—that all students
were capable of excellence and should be given an education befitting such tre-
mendous potential All seven were headstrong, often stubborn leaders who came
to their schools with a vision for social justice. Yet all realized that schools only
succeed through empowered teachers and all had built structures to promote demo-
cratic school governance Painstakingly, they had built leadership teams of teach-
ers, bringing together eager practitionets, committed to meeting the challenge of
new practice, and resistant teachers, who had to be cajoled into any sort of change
All seven walked a fine line, critical of the practices of many of their teachers,
while still always maintaining that their teachers weze the professionals and were
most qualified to determine the curriculum and instruction of the school

These schools devoted hours and hours to professional development—mnot
just the week before school or a day at Halloween but continuing over the years.
And often much of the professional development would take place with the entire
Staff working together—learning about and analyzing language development and
exploring reading acquisition, inquiry-based math, the cutriculum, and race All
these principals talked about race—a lot—with teachers and parents, among them-
selves, in administrative meetings, and in community settings. Refusing to accept
that “kids are just mean,” they did not believe that teasing or name-calling was
unavoidable in their schools, and they sought to create an environment in which
gay-baiting, racial, and gendered slurs were unacceptable in class, on the play-
ground, or in the locker room

The seven principals opened their offices daily to parents and teachers, They
stood outside every day before school, walked the halls, supervised lunch, moni-
tored the playground, played games with childien at recess, and often could be
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found outside at the end of the day They attended community meetings and in-
vited parents for pizza in their offices. They visited and called students” homes
They knew that along with having good teachers, the best schools are deeply con-
pected to families—but that many parents felt unwelcome or unsure of their place
at school. It was the school’s responsibility to bring parents to the table and so the
principals Jabored to find ways to bring families into the school (through talent
shows, health clinics, interpreter-facilitated report card conferences, community
meetings, school-hosted wakes).

These principals did not hide from the data on their schools. In fact they talked
about them; worried over the gaps in school performance along race, class and
ability lines; knew the intricacies of their schools’ statistics and spoke about them
in public. They believed that facing the statistics was essential to the task of ac-
countability and understood the pressures on school leaders to fudge these num-
bers, or obscure them, because real resouices (not to mention public shame) were
at stake—and could be lost. But they insisted on talking about it anyway They
were angry about the demands put on schools to fetishize test data as the only
impottant indicator—and they tesisted pressure to simply focus on these num-
bers. They shared many numbers, keeping track of students who had been disci-
plined or were missing school, of how many had health care and which ones came
to school hungry, of how many were failing, of which parents came to school
regularly and which seemed reticent, of grade patterns and individual reading
levels. All posted significant test score achievements across all categoties of
students, yet fought to avoid the skill-and-drill and teaching to the test that had
overtaken the district mandates and many neighboring schools. The process of
accountability also necessitated changes in school discipline. Moving away ftom
suspending students and warehousing “naughty” pupils in detention rooms, these
schools embraced process-oriented forms of discipline whereby behavior was seen
as communicative, students were expected to make amends for their action, and
fresh starts were given. In doing so, they increased the amount of time students
spent in school while doing away with many of the practices that had previously
criminalized disruptive or truant students. Not only did they have fewer students
with police records and fewer students suspended from school, they saw serious
declines in negative student behavior

Faced with increasing resource shoitages, these principals voiced sustained
objections to these shortages while at the same time wrangling money from super-
intendents and employing creative ways to maximize the money they were given
They held school carnivals and walkathons to raise money for a new playground
or science equipment and frequently wrote to small and laige entities {local busi-
nesses, federal department of education, and private foundations) to obtain more
resources for their school All moved their schools toward inclusive services In
alt these schools, students with disabilities were educated with their peers; puli-
out and self-contained rooms had been eliminated A number of these schools had
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taught English-language learners in sepaate classrooms; this too was eliminated
and these young people were supported in regular classes and learned English
alongside their native-English-speaking peers

All knew principals who had been dismissed for engendering the ire of par-
ents, staff, or the central office and walked a delicate daily balance of promoting
change, conversation, coalition, and confrontation. Faced with a phalanx of angry
White active parents when the school detracked math, one principal had innumer-.
able meetings with those parents, always making suze to include other historically
quiet patents who suppozted the detracking and the teachers who had spearheaded
this change. Another saw that most of the non-White parents did not patticipate
in school activities and started a set of ethnic parent meetings—Black, Latino, and
Hinong—that ultimately transformed the formerly-white Parent Teacher Or gani-
zation and led to a vast majority of the families at the school participating
tegularly in the life of the school Yet another, running a middle school, saw a
troubling pattern of placement: When students of color and students with disabili-
ties Teft his school and entered high school, the vast majority were not bein g placed
in a foreign language class in ninth grade. With forei gn language as a gatekeeper
in terms of college admittance, this principal convened his stafi to do something
about it.

All were exhausted and had known periods of despair and aihilism in their
years of work They cried, they lost sleep, and their personal relationships suf-
fered. One vomited every morning from feeling an overwhelming responsibility,
and four sought out counseling for their exhaustion and despair. Through their
struggles, however, they learned about themselves, established new ways to build
supportive coalitions, and made time for rejuvenating their spirits. In the years
since this group convened, two have left their principalship {one to higher educa-
tion and one to retirement} and four have moved schools, but all continue to work
to actualize the nation’s promise to educate each and every child This is an account
of their work and ideas, the bairiers they faced, and the stiategies they developed

BARRIERS TO SCHOOL SUCCESS
The principals discussed here worked to realize the nation’s promise to all chil-
dren within a larger context of political and social barriers The landscape of in-
equality and inequity in the United States shaped the realities that these seven
leaders experienced and that every public educator faces daily

Poverty

One significant batrier schools face is the economic condition of the United States
Rapp (2002) reports that currently in the United States:
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« Between 5% and 10% of the population has 95% of the wealih.

« Middle- and lower-income families are working longer, are more produc-
tive, but are earning less than they did in 1990

« Bmployees have 4-6 weeks less vacation time than that of people in many

other industrialized countries but are paid the same -

Further, Lyman and Villani (2002) state that according to the Children’s Defense
Fund, more than 12 1 miilion children live below the official poverty line, which
is calculated based on 1950s patterns of homemaking and family spending that
does not adequately account for today’s economic realities, particulatly the high
cost of housing, which means many more children and families ate poor whether
or not they are officially counted. The Children’s Defense Tund additionally re-
ports that more than 9 miltion children do not have health insurance and the qual-
jty or lack of health care is a serious concern Poverty, as well as lack of health
care, pose a serious threat to a child’s development, nuirition, eatly childhood
educational activities, and achievement at school (Lyman & Villani, 2002; Payne,
1998). Indeed, at least 1in 5 students come to school hungry.

Racism

While poverty affects all racial groups, Black and Latino families disproportion-
ately face economic, health, and social challenges—more live in extreme pov-
erty, median income lags behind that of White families, there is less access to health
care, fewer pregnant mothers receive prenatal care, and many more boys will spend
part of their life in prison (Children’s Defense Fund, 2005) Racism—notion of
White privilege——is reflected in the often unquestioned and unseen norms of so-
ciety (Delpit, 1995; Ladson-Billings, 1994; Singleton & Linton, 20006, Singleton
& Noli, 2001).

The forms of discrimination desctibed above are interwoven in the daily
realities of the educational system. In studying the experience of students of coloz
in public schools, Murray and Clark (1990) found eight mantifestations of racism:
insensitive or hostile acts by students and school staff toward students of color,
biased application of harsh sanctions, inequalities in the amount of teacher atten-
tion given to students, biased curriculum matetials, inequalities in the amount of
instructional time provided, biased attitudes toward students, failure to hire edu-
cators and school staff of color, and a denial of racist actions by school staff Many
of these manifestations continue to exist today, as students of color have received
more significant consequences for the same infractions as White students; Black
and Latino students are often suspended for nebulous or attitudinal reasons as
opposed to White students, who receive cut-and-dried punishments for dings
or weapons offenses; the teaching force does not 1eflect the racial and cultural
diversity of students; and while progress has been made, culturally responsive
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curriculum, instruction, and discipline has not been truly embraced (Children’s
Defense Fund, 2003)

Differential Educational Opportunities

Racism, as reported by Murray and Clark (1990), is a significant factor contribut-
ing to the disparate achievement gap between students of color and their White
peers (Delpit, 1995; Ferguson, 1998; Noli, 2002-2003; Singleton & Noli, 2001).
This gap relegates many Black, Brown, Asian, and Native children to a second-
class education and sentences them to a second-class future Students of color and
Jow-income students are overtepresented in remedial or lower-level classes, al-
ternative schools, charter schools, and special education This has produced dis-
patate student achievement. For exainple, according to the Children’s Defense
Fund (2005), Black students and low-income students ate twice as likely to be
retained at least one time throughout their K—12 education, and students of color
and low-income students are twice as likely as their White middle-class peers to be
suspended. In New York State, while 79% of White fourth graders are performing
at grade level, onty 51% of Black and L atino students and 54% of low-income stu-
dents are at grade level {New York State Education Department, 2007) Cleaily,
race and income are connected to school experiences, access, and opportunity and
consequently to student achievement, yet in traditional education circles there has
been a tendency to see that as evidence of the difficulties inherent in educating these
children, 1ather than the flaws of the educational practice itself.

Special Education. Race and income are also connected to issues surround-
ing special education. Students of color and students from low-income families
are placed in special education at increased rates as compared to their White and
middle-income peers (Carlson & Stephens, 1986; Carpenter, 1992; IDEA Local
Implementation by Local Administrators Project & National Alliance of Black
School Educators, 2002; Ogbu, 1987; Riester, Pursch, & Skrla, 2002; U.S De-
partment of Education, 2001). Following from the assumption that certain popu-
lations of students are more difficult to educate and thus must be removed from
the regular school population, such overrepresentation has enormous.¢onsequences
rooted in the historic marginalization of people with disabilities (Karagiannis,
Stainback, & Stainback, 1996)

For years, students with disabilities have been segregated and denied oppoi-
tunities to receive the same education as their nondisabled peers Neatly 50% of
students with emotional/behavioral disabilities drop out of school; within 3 years
of leaving school, 70% of students with emational and behavioral diserders will
be arrested (U S Department of Education, 2001). Only 63% of students with
specific learning disabilities and less than 50% of students with cognitive disabili-
ties, autism, or multiple disabilities graduate from high school (U § Department
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of Education, 2001). In New York State, only 28% of students with disabilities
are performing at grade level, and only 50% are educated within a tegular educa-
tion setting for the vast majority of the day These statistics show an improve-
ment over the previous 10 years, but clearly students with disabilities have received
a second-class education and their achievement both at school and beyond has
been thwarted

English-Language Learners. In the past 30 years the number and percent-
age of English language learners (ELLs) in schools in the United States has risen
significantly. The percentage of ELLs has grown from 9% of all students in 1979
to 19% in 2003 It has also been reported that the number of students who speak
a language other than English at home has increased by 161% over the same
period (National Center for Educational Statistics, 2005) Traditional prograim-
ming for many of these students has involved removing them from regular edu-
cation either for a number of years or for substantial petiods of time each day.
This practice of separately educating ELLs has produced neither academic
achievement nor a sense of belonging for these stndents (Frattura & Capper,
2007; Thomas & Collier, 1997). In keeping with the context of the New York
example, 23% of ELLs perform at a proficient level by the time they are sched-
uled to graduate high school and only 27% of those students graduate in 4 years
As with students with disabilities, the continued separate model of ELL. educa-
tion has resulted in inequitable levels of learning affecting school and post-
K-12 futures.

Tyvpical Responses to Disparate Opportunities. These is compelling evi-
dence documenting disparities in opportunity and access as well as suftficient data
attesting (o the achievement gaps between students who have been historically
and are currently marginalized in schools and their more privileged peers. Within
this era of standards and accountability, there is increasing pressure to raise the
achievement of all students. This pressure results in a host of programs and ap-
proaches intended to address those opportunities and achievement gaps. In re-
sponse, school leaders often make knee-jerk decisions that support, implement,
and defend programs, curricular reform, and policies that fly in the face of equity
and justice. These efforts are causing a rise in segregated, remedial, or tracked
programs; the use of retention; and an alphabet soup of sepatate o1 “special” pro-
grams that target certain students but never address the core teaching and learn-
ing in schools, access to that core, or the climate of the school. While these efforts
may be well intentioned, many are tepeating the disparate access and achieve-
ment outcomes of the past (Reese, 2005) In many ways the reaction to these ex-
ternal accountability pressures heightens the need for leadership that centers school
reform around issues of equity, access, and creating a warm and engaging school
climate
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SOCIAL JUSTICE LEADERSHIP AS AN EFFECTIVE
ALTERNATIVE TO SCHOOL-AS-USUAL

In the face of current realities and despite the struggles that they bring, there are
schools that provide exemplary education to their students across areas of school
climate, curriculum, instruction, and access These schools observe significant
levels of student achievement across all groups of students; students who have
traditionally been excluded from the full benefits of an excellent public school
education are thriving, “placing [their schools] in direct academic competition with
what are considered the better Anglo-dominated schools” (Scheurich, 1998,
p. 452). Despite historic, political, and educational barriers that stand in the way
of such work, the accomplishments of these schools and their staff are remark-
able in how they raised authentic levels of literacy, connected to families, and en-
gaged teaching staffs in both committing to excellence for all students and learning
the skills to realize that

Researchers often define excluded students as marginalized Lopez (2001)
operationally defines the term mar ginalized as being “often used to describe people,
voices, perspectives, identities, and phenomena that have been left out or ‘ex-
cluded’ from the center of dominant society” (p 417). 1 use the term to desctibe
individuals who have been labeled as “outsiders™ (Lopez, 2001) because of race,
class, gender, sexual orientation, language, or ability/disability

Literature on Social Justice Leadership

A 1ecurrent theme from these schools and from the literatuie on school change
is that exemplary leadership helps both to create the necessity foi change and to
make change happen (Fullan, 1993, 2001; Grogan, 2002a, 2002b; Theoharis,
2007) More specitically, there are leaders at these schools where traditionally
maiginalized students are thriving and who come tc administration with a com-
mitment to focus their leadership on issues of equity and justice. These leaders
have led the intentional transformations to create schools that oppose oppression
and suffering by transforming them into models of equity and communities of
justice Scholars and administrators alike have called for “constructive models”
(Marshali & Ward, 2004; Theoharis, 2007) of this kind of leadership. In other
words, school leadess are interested in asking, What does leadership that trans-
forms schools into more equitable and just places, with an attention to climate
and achievement, accomplish? How do leaders achieve the transformation? What
knowledge, skills, and dispositions are required? What barriers do leaders encoun-
ter ! How do leaders sustain themselves and their work in light of the barriers?

A small but growing body of literature on social justice leadership has now
emerged Specialissues in academic journals make up a significant portion of this
literature (Grogan, 2002a, 2002b; Marshall, 2004; Normore, 2006, 2007; Shoho,
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2006; Tillman, Brown, Campbell Jones, & Gonzalez, 2006). Several books and
hook chapters are also foundational (Frattura & Capper, 2007; Larson & Ovando,
2001; Larson & Murtadha, 2002; Marshall & Oliva, 2006; Pounder, Reitzug, &
Young, 2002; Scheurich & Skila, 2003) Theoretical woiks examine the mean-
ings of and perspectives on social justice; practical ones discuss how university
preparation programs can prepare future leaders to take up such a cause. Empiri-
cal studies (Maynes & Sarbit, 2000; Qakes, Quartz, Ryan, & Lipton, 2000; Riester
etal , 2002; Scheurich, 1998; Touchton & Acker-Hocevar, 2001) detail the reali-
ties and various aspects of school administrators leading schools with elevated
percentages of marginalized students achieving at high levels These studies typi-
cally begin with schools that are successful at 1aising the achievement of marginal-
ized students, and then tarn to understanding the leaders of those schools. The
schools are the unit of apalysis in this research. This is clearly distinct from litera-
ture where the unit of analysis is the leader committed to social justice (as in this
book} What is missing from this growing body of literature is a discussion and
details of concrete models and real school leaders who live out a call to do social
justice work (SJL}) in public school In this velume I seek to supplement the theo-
retical perspective on SJL and improving the achievement of mai ginalized stu-
dents with analysis of the practical and daily work of principals and administrators
in schools.

There is more written on secial justice teaching than on SJL The literature
on social justice teaching focuses on teachers and even families/communities and
barely considers the ways in which SJL is possible through school administra-
tion While the social justice teaching work relates in many ways to the issues
involved in STL, much of this work sees and has experienced school administia-
tion as part of the problem facing this teaching. Additionally, more academic and
popular writing focuses on teachers (their realities, struggles, and triumphs)—not
all this work resonates with tenets of social justice. Howevei, there is very little
scholarly or popular writing on school principals, their realities, their struggles,
and their triumphs This book addresses that lack as well, in that it brings a lens of
equity and social justice to the realities of principals

Defining Social Justice Leadership for This Book

It is important to recognize that defining social justice is not straightforward; there
are diverse perspectives on what social justice and SIL means. Thus, this discus-
sion of social justice and STL begins outside the realm of education and school lead-
ers Rawls (1971) provided a broad framewuork of social justice. He proposed that
two tenets of social justice are grounded in the spirit of equality: (1) All people have
rights, so justice requires equality of treatment of all people, and (2) equal oppor-
tenity, so justice requites that each and every person must have a fair or equal
chance. Rawls went further to frame social justice beyond foundational notions of
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equality—while essential, they provide an incomplete framework for social justice
His framework included two more tenets grounded in the spirit of difterence or di-
versity: (1) People are different, so justice requires regarding and treating people as
individuals, and (2} in rectifving inequities favor ot advantage should be given to
more vulnerable and marginalized members of society Rawls’s understanding of
social justice builds from the distinction (and tension) between equality and equity
‘While Rawls was not focused on educational systems, this framing of social justice
and the tension between equity and equality provides a broad way to approach STL

Freire (1990) articulated the notion that educational systems produce and
reproduce oppression He proposed a challenge that the purpose of education and
schooling must be to undo oppression and create schools, systems, and individu-
als that resist and liberate. Bringing this critical theory foundation to educational
administration, Foster (1986} challenged the field of school leadership to focus
on the inequities and power that schools create and repreduce. He argued that
“leadership must be critically educative; it can not only look at the conditions in
which we live, but it also must decide how to change them” (p 185) While Fos-
ter did not refer specifically to social justice, his work informed the growing re-
search on leadership and social justice, as he used similar theoretical underpinnings

In examining this charge that justice and equity should be central tenets of edu-
cation leadership, Bogotch (2002) concurred that “improving social justice is a chal-
fenge that rests in theory and in practice with educational teadership” (p. 139} and
that “there can be no fixed o1 predictable meanings of social justice prior to actually
engaging in educational leadership practices” (p. £53) He asserted that, regardless
of specitic visions of social justice, leadership is key in the ongoing struggle for greater
social justice and that any educational reform effort grounded in social justice “must
be deliberately and continuously reinvented and critiqued” (p 154)

Marshall and Ward (2004) argued that many in the field of educational lead-
ership center STL on the equality aspects described by Rawls in that many believe
that “social justice means simply ensuiing that laws for individual rights are ob-
served so that access to education services is available to children with disabili-
ties, children who speak little or no English, children of color and other legally
protected groups” (p 534). They critique that position by aiguing that SJL is cer-
tainly about equality and fulfilling laws but, in practice, it is about “creating a
greater good for all individuals, [and] social justice can mean finding ways (o ‘fix’
those with inequitable access” (p. 534).

Practically speaking, educational leadership scholars Scheurich and Skrla
{2003) articulated that this means creating equitable and excellent schools:

We are aiming to create schools in which virtually all students are learning at high
academic levels. We are aiming for schools in which there are no persistent patterns of
differences in academic success or treatrment among students grouped by 1ace, ethnicity,
culture, neighborhood, income of parents, or home language. In other words, we are
aiming to foster schools that literally serve each and every student really well. {p 2}
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Further, Marshall and Ward (2004) proposed that SJL. builds upon instruc-

.: tional leadership and pushes educational administration to the next level. They
argued that 10 years ago school administration needed to act in congruence with
- 2 focus on instructional leadership, which now needs to evolve info a “dedication
" to social justice” (p. 535). This means that SJL requires a major restructuring of

schools. Daptley and Tillman (2006) centered STL on restiuctuting and altering
school policy, procedures, and day-to-day operations that “perpetuate social in-
equalities and marginalization due to 1ace, class, gender, and other markers of
otherness™ (p 19)

In addressing the marginalization of groups of students because of theit
“otherness,” Frattura and Capper (2007) were emphatic that the “number one lead-
ership characteristic” involved in SIL is that “leaders must believe in their core
that stadents learn best when they are educated in heterogeneous educational set-
tings, period 1f the Jeader does not have that belief then nothing else matters ™

In building upon these ways that social justice and SJI. have been described,
I define SIL to mean that the principals highlighted hete kept at the center of their
practice and vision issues of race, class, gender, disability, sexual orientation, and
othet historically marginalizing factors in the United States. This definition ne-
cessitates inclusive schooling practices for students with disabilities, EL.Ls, and
other students who are traditionally segregated in schools Frattura and Capper
(2007), Sapon-Shevin (2003), and Theoharis (2007) described this essential con-
nection between inclusion and social justice

This definition also necessitates that SJI. not be seen as a fixed or static po-

gition It requires ongoing struggle, advocacy, and reflection (Bogotch, 2002) This
definition embodies a particular stance on SJL First, it forces the concerns and
needs of marginalized students to the center of the education mission Second, it
stipulates that those needs and the needs of all students be addressed in inclusive
setiings with attention to creating and increasing access to the core teaching and
curriculurm in schools for each and every student in heterogeneous settings; im-
proving teaching and curriculum; and creating a climate that fosters a sense of
belonging for all members of the school community. I am certain that all scholars
and public school practitioners neither agree with this definition not subscribe to
STL. Nevertheless, it is essential to be clear about the position and perspective I
am bringing to this subject All the principats who are a part of this book shared
¢his perspective, in their words and in their practice

ORGANIZATION AND CONTENT OF THE BOOK

Because thete are few examples of actual principals who are committed to and
successful in creating more just schools (and consequently few clear visions of
what such leadership would be), this book lays out three important features of SJL:
a pottiayal of how real school leaders seck, succeed, and continue to struggle to
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create more just and equitable schools, in particular for their marginalized stu-
dents; a framework for understanding social justice leadership; and seven “keys™
to social justice leadership to help leaders create better schools. The first feature—
the portrayal of real school leaders—is embedded in each chapter through the
experiences and words of seven leaders, selected, from three states, for their com-
mitment to equity and social justice as school leaders and their ability to change
their schools to better realize that vision. The individual leaders are described in
greater detail in Chapter 2. The experiences and work of these leaders were ex-
plored by means of three (o eight inter views with each principal; ongoing site visits
and participant observations at their schools over several years; documents from
each school (contracts, meeting minutes, newsletters); relevant state and feder-
ally reported data, including those on student achievement: and meetings with the
principals’ staff members and school families.

Turning to the second feature, the book provides a framework for undeistand-
ing SIL (Figure 1.1) The components of the framework are discussed in detail in

Figure 1.1. Framework for social justice leadership.
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2 through 9. I recognize that SIL is complex, messy, and not as straight-
k of this nature implies with its distinct boxes and arrows
f all seven principals’ beliefs and actions that

The third feature, setting forth the defining attributes of such leaders, com-

- prises seven “keys” to STL:

Key 1 Acquire broad, reconceptualized consci ousness/knowledge/skill base.

Key 2 Possess core leadership traits

Key 3 Advance inclusion, access, and opportunity for all

Key4 Improve the core learning context—both the teaching and the
curriculum.

Key 5 Create a climate of belonging.

Key 6 Raise student achjevement.

Kev 7 Sustain oneself professionally and personally

These keys to SJL provide specific aspects of the complicated nature of how these
Jeaders wotked to close the access, opportunity, and achievement gaps Each of the
keys is embedded within specific components of the framewotk for SJL. These keys
are not presented in numeric order throughout the book For example, keys 3-7 are
presented in Chapters 3-8, to provide a context for explaining keys 1 and 2, which
is done in Chapter 9.

For the remaindes of this chapter T desctibe the framework for SIL., compo-
nent by component As I do so, I illustrate how each of the seven keys fits within
specific components of this framework In the description of each component of
the framewotk, [ provide a biief desciiption of the component, and then elaborate
on any of the seven keys to SIL that pertains to that component This framework
and the embedded keys provide a structure 1o understanding principals who are
committed to justice and equity, what they accomplish, the resistance they face, and
how they sustain their work 1recognize that this is not the only way to undetstand
ot frame SJL, as there are multiple perspectives and stances on this work. This frame-
work and the seven keys complement my operational definition of SIL and 1eso-
nate with the words, experiences, and perspectives of these seven leaders.

A FRAMEWORK FOR SOCIAL JUSTICE LEADERSHIP

The Social Justice Leader

The leader het/himself is positioned as the center component of the framewoik
for SJL. Chapter 2 introduces the principals that illustrate STL as well as a starting
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place for building the center of the model: the social justice leader Leadership is
a personal endeavor and the educator who provides SJL is a central and vital as-
pect of this work. There are two keys in this component of the framework:

Key 1 Acquire broad, reconceptualized consciousness/knowledge/skill base,
Key 2 Possess core leadership taits

These are described and illustrated in Chapter 9. I return to the center of the model
near the end of the book, as these two keys are better explained after the other five

Challenging Injustice

Moving outward from the center of the framework, the next component illustrates
how STL challenges injustice While SJL seeks to advance an agenda more ori-
ented toward equity and social justice, these principals framed their efforts around
changing or challenging particular practices, ways of operating, and norms they -
encountered in their school communities In many ways their efforts to create more:
just and equitable schools were enacted as they challenged injustice evident in
their schools The primary injustices they sought to challenge included structures
that marginalize and segregate students and impede their learming, a deprofes-
sionalized teaching staff and inadequate instruction, an unwelcoming school
culture, and disparate and low student achievement. These principals worked
to challenge the first injustice by advancing inclusion, access, and opportunity.

They sought to change the second injustice by improving the core teaching and
curriculum—a social justice instructional leadership stance They addressed the

third injustice by creating a climate of belonging, Finally, they confronted the

fourth injustice by raising student achievement. The ways in which they challenged

injustice provide four keys to STL. Chapters 3 through 6 will move outward on

the framework and focus on how these leaders challenge injustice:

Key 3 Advance inclusion, access, and opportunity Chapter 3 examines how
these principals confront injustice by advancing inclusion, access, and
opportunity for afl (Key 3) The principals encountered-multiple struc-
tures in their schools that separated, segregated, and denied marginalized
students access and opportunity to a rich curriculum and instruction

Key 4, Improve the cote learning context—both teachin g and the curriculum
Chapter 4 explores how these principals improved the core learning
context (Key 4) in their efforts to challenge injustice When these prin-
cipals began they found a deprofessionalized staff teachin g an inadequate
curriculum. These staff members were not treated as competent and
capable professionals o1 allowed a voice in professional decision mak-

ing. They found teachers who did not possess the necessary knowledge
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and skills needed to reach all students and, in some cases, did not be-
lieve in the inclusive, social justice agenda the principals brought These
Jeaders encountered curricular programs that were insutficient and in-
approptiate. As the leaders worked to change that injustice, they im-
proved the core learning context
For the purposes of this book, the core learning context is used to
describe the daily teaching and curriculum used in the general educa-
tion classrooms but used by all staff, including general education teach-
ers, special education teachers, ELL teachets, teaching assistants, special
area teacher, and so on For example, this would be the day-to-day cut-
ricutum and instruction in a general education second-grade classroom,
or the pedagogical approaches and materials used in a high school general
education science class. This includes the breadth of general education
opportunities, among them art, music, and physical education
5 Create a climate of belonging. All seven principals found an un-
welcoming school culture that created a disconnection between school
and ma ginalized families/community and was not warm and welcom-
ing to students, staff, or families Chapter 5 describes how SJL changed
that injustice by working to create a climate of belonging (Key 5). To
do this they cieated a warm and welcoming school climate, fostered
classroom community building, reached out intentionally to the com-
munity and marginalized families, and incorporated social responsibil-
ity into the school curriculum
6 Raise student achievement These leaders felt a driving need to raise
the achievement of all students but with particular attention to the achieve-
ment/achievement gap of marginalized students (students of ¢olor, stu-
dents from low-income families, students with disabilities, and students
learning English) While raising student achievement was a driving vi-
sion of their work, they rejected the often-used atray of “quick fixes” or
“scripted programs™ and relied instead on the core beliefs that promote
inclusion, access, and opportunity in an improved core teaching and cur-
ricuturn, within an enhanced climate of belonging and causing an impot-
tant jmpact on student outcomes In other words, they did not use particular
new strategies to “fix” student achievement but relied on the combina-
tion of all their other efforts and strategies in their work to change the
injustice of disparate and low student achievement. Chapter 6 examines
this sixth key and proposes a theory of socially just school reform

Facing Barriers

Chapter 7 moves to the outside of the framewotk—the barriers these leaders faced

in their efforts to challenge injustice. This chapter details that resistance and the
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impact it had on them both professionally and personally In tackling injustice in
the ways these principals did, they faced ongoing barriers that put serious con-
straints on SIL These took a significant personal and professional toll on these
leaders; the principals describe a substantial “cost” to doing this kind of work.
While this component of the framework and Chapter 7 have no keys embedded in
them, the bartiers and their resulting ioll are necessary components in understand-
ing SIL.

Developing Resilience

Chapter 8 describes the last component of the model—the resilience the leaders
developed:

Key 7 Sustain oneself professionally and personally. The principals devel-
oped strategies to sustain themselves professionally and personally while
challenging injustice in the face of their barriers. In order to sustain their -
social justice agenda to increase access and inclusion to the core teaching
and curriculum in schools for each and every student in heterogeneous
settings, improve that cote teaching and curriculum, and fundamentally
create a climate of belonging for all in the school community in the face
of resistance, the leaders developed a “ring” of resilience This ring is
composed of hoth professional and personal strategies and constitutes
an essential key to STL.

CONCLUSION

In sum, the STL framework has the social justice leader at the center. It is neces-
sary to understand the core dispositions and knowledge/skills that the principals
required. It expands outward to understand the ways in which the leaders worked
to challenge injustice they encountered in their schools. Additionally, the frame-
work includes the resistance they faced in their efforts to challenge injustice and
views their work to challenge injustice as in direct conflict with the bariiers they
faced At that contentious intersection, the principals developed strategies to ad-
vance justice in light of the barriers These strategies are described as “develop-
ing resilience™—the final component of the framewotk

The final chapter of this book provides future directions for practicing ad-
ministrators and preparation of schools leaders It positions equity and justice as
not only desirable but also possible; not as a final destination but as an ongoing
struggle The book concludes with the distinction between SJIL and traditional
leadership—even traditional “good” and lauded leadership—illustrating how SIL
works and explaining the distinction
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The field of “educational leadership does not have a h%stmy of peing on gge
" forefront when it comes to social justice” (Kphl as quoted in MacKm.ngn, 2t(t)1 \
: p.13). In light of this, and the recent SOtk} anniversary of thfe Brown decision, etate
is tremendous work to be done in creating schools in wh.zch eth and exlfery s 1;1-"
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“There Is No Social Justice Without Inclusion”:
Advancing Inclusion, Access,
and Opportunity for All

Inclusion is not about disabifity, nor is it only about schools. Inclusior is about

social justice
—Mara Sapon-Shevin, “Inclusion: A Matter of Social Justice”

As THESE social justice leaders sought to reverse the injustice they saw and
expetienced in their schools, they worked to establish models of inclusion
for all students. This chapter helps build an understanding of SJL. by examining
how principals committed to equity and justice created better educational envi-
ronments fot historically matginalized students. In doing so, they eliminated pull-
out and self-contained programs for diverse learners (special ed, ESL, Title I,
tracked math) and created inclusive and integrated services whereby children were
taught in heterogeneous groups and received services from collaborative teams
of professionals within the general education classroom.

Sapon-Shevin (2003) has challenged educational leaders to see inclusion in
the broader context of social justice, not only as a placement or type of program-
iming for students with disabilities. Heeding this chailenge is complex and requires
for many educators a new and expansive understanding of inclusive schooling.
According to Sapon-Shevin (2003) as well as Fratmura and Capper (2007}, the work
to achieve this broader understanding of inclusion must be central to STL.

Numerous scholars (Frattura & Cappet, 2007; Moses & Cobb, 2001; Oalkes,
1985) report the damage and inequity of tracking and separate pull-out/self-contained
programs for students with disabilities, ELL students, and students with other learn-
ing needs. The concept of inclusion is 1ooted in special education and setving
students with disabilities This complements the concept of integration, which is
rooted in the civil rights struggle. While this is not a part of the Individual with
Disabilities Education Act (IDEA), the recent reauthorizations of this law have
moved toward giving preference to inclusive placements (Huefner, 2000), and the

27
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ability of schools to meet students’ need in least restrictive environment (LRE)
has grown dramatically (Villa & Thousand, 2005) However, it is important to
see inclusive schooling in historical context, to examine the evolution of the spe-
cial education inclusion movement and that of the education of other marginalized
students.

Before 1975 and the passage of public law 94-142— T'he Education for All
Handicapped Children’s Act—students with disabilities were often denied public
education or given an education in separate facilities and institutions After
PL 94-142, students with disabilities were often taught in groups of students with
similar disabilities either within their home school district or in cooperatives among
districts. The next step in this evolution was to bring students “home” and edu-
cate them in their home schools/districts, primarily in separate classrooms This
was followed by “mainstreaming” students with disabilities into general educa-
tion for portions of the day, often without support, which led to the current and
traditional notion of inclusion. The traditional under standing involves some stu-
dents with disabilities being placed full time (the vast majotity of their day) in
general education This often means overloading students with. disabilities into a
few classrooms or academnic classes with one special education teacher and one
or more assistant providing full-time support.

Looking across the history of the education of students of color in the United
States from slavery to present day, it could be argued that students of color with-
out disabilities have followed a similar, albeit distinct, path—from denial of edu-
cation to segregated {acilities to the move toward desegregation (Reese, 2005). It
also could be argued that ELL stidents have had a similarly segregated path, and
true language integration has never occurred. Despite sentiments to the contrary,
real inclusion of students with and without disabilities has thus remained elusive

The overlap of race, class, language, and disability has aided in preventing
inclusive services for all students as schools have created a proliferation of pro-
grarms aimed at students who struggle This has resulted in an increased number
of sepatate programs that have disproportionate density and numbers of stedents
of colar, students living in poverty, students learning English, and students with
disabilities (Frattura & Capper, 2007).

This chapter focuses on how the social justice leader works to eliminate struc-
tures that marginalize/segregate students and impede their learning I twin to the
seven principals, introduced in Chapter 2, to illustrate one of.the keys to social
justice leadership: '

Key 3. Advance inclusion, access, and opportanity for all
Two aspects of this chapter make it distinct from the growing body of litera-

ture on leading for social justice, the Iiterature on school improvement, and the
literature on special education and leadership First, there is minimal Htetature
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a connection between leadership for social justice and inclusive school-
a & Cappet, 2007; Sapon-Shevin, 2003, Theoharis, 2007 are notable
d more specifically there is little theoretical o1 practical literature
about principals committed to social justice and how they ensute inclusive
ing practices for each and every student Second, this chapter challenges

cluded” and others not to systems that are poised to meet to the academic and
emotional needs of a diverse range of Tearners. The seven leaders discussed hete
moved beyond the traditional view of inclusion that assumed inclusion was a
special education issue and that resulted in pushing some students with disabili-
ties into typical classes with or without support. Moving beyond that traditional
view, this chapter draws on these principals’ view that inclusion is building ser-
vices, collaborative teams, climate, and instructional practices that give all stu-
dents access, success, and a sense of belonging in general education.

In understanding how these leaders advanced inclusion, access, and op-
portunity for all, it is important to note that they first articulated a vision that
made an essential connection between social justice and inclusive services and
also intentionally dismantled school structures that marginalized, segregated,
and impeded achievement. This chapter begins with how the principals aiticu-
lated the connection between social justice and inclusion and then describes
the ways in which they created more inclusive schools for their marginalized

students

THE CONNECTION BETWEEN INCLUSION AND SOCIAL JUSTICE

In discussing their efforts to dismantle these excluding structures, the principals
were clear about the connection they felt between social justice and inclusive se1-
vices for traditionally matginalized students. The ways in which they articulated
this connection provided insight on moving beyond the traditional view of inclu-

sion. Principal Meg stated:

We cannot pretend that our Black, Brown and poor kids are getting what
they deserve when we remove them from the regular classroom. These
students need more, not separate . In removing the same students over
and over we make them marginal community members. . Even with our
best intentions to provide special programs for special ed, ESL, and Title
1, these students are further segregated and receive a lesser educational
experiences. . . . These students have the right to be in the regular class-
room with the most skilled people in the school, their classtoom teach-
ers . there is no social justice without inclusion
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Principzal Natalie echoed this sentiment:

When we remove students from their peers, time and time again the
students who are taught in special programs receive watered-down
academics. Also, and perhaps more importantly, socially we teach kids
that separate is OK, and they do not need to work on getting along The
more we separate kids the less they learn to work together, understand
each other, and get along There is not equity or any greater good in those
messages

Principal Tracy shared a simiiar perspective:

Look at who is in the programs that remove students from the regular
classroom. There is a high percentage of students of color and low-income
students in special ed, in the remedial reading program, in ESL Where is
the justice in the fact that the only kids who have consistent uninterrapted
access fo the core curriculum are White and predominantly middle class?
We cannot in good conscience say that these pullout and separate pro-
grams are better than the regular core and there is no evidence that these
pullout and separate programs result in achievement. We are continuing to
relegate the same students to the back of the education bus.

These principals are clear that in their leadership, they make a necessary connec-
tion between creating inclusive schools and social justice. While there are many
educators who believe in the idea of inclusion, these feaders saw it as a driving/
guiding philosophy for all their leadership. This connection drove them to take
action in eliminating what they saw as unjust structures.

STRATEGIES THAT ADVANCED INCLUSION,
ACCESS, AND OPPORTUNITY FOR ALL

In getting rid of these structures the principals evoked four strategies to advance their
vision of a more inclusive and socially just school: eliminate®pullout/separate pro-
grams, increase academic rigor and access to opportunities, increase student leain-
ing time, and increase accountability systems fo1 the achievement of all students. The
principals placed the greatest urgency on the first strategy—eliminate pullout/segre-
gated programs. Thus, this strategy will be discussed first and in the greatest depth

Eliminate Pullout and Sepatate Programs

The first strategy that these principals used to change stiuctures that marginalize/
segregate students and impede their achievement involved restructuring the school
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to eliminate pullout/separate programs This testructuring meant that they moved
to inclusive special education services, changed to inclusive ELL progr amying,
detracked the math program, o1 did a combination of these. Teaching students in

heterogeneous groups within the regular classroom was a critical philosophical

- decision made by these principals

principal Tracy. Principal Iracy worked with his staff to eliminate pullout
and self-contained special education and ELL programs at his elementary school
The sepatate programs were 1eplaced by “inclusive services provided within the
context of the regular classeoom through team planning and team teaching be-
tween special education/ELL teachers and general education teachers ™
Before the sestructuring, “80% of students receiving special education se1-
vices were removed from theit classtooms for instruction in resource rooms ot
self-contained special education classes.” This instruction took place only with
other students with special education labels. Likewise, before restructuring, “100%
of ELL services provided to students also took place away from the regular class-
;o0m it a separate 1esoUICe r00MS without connections to their classroom 01 the
general education curriculum.” In examining the previous service plans with the
staff, Principal Tracy showed that the daily schedule for the students with the most
need was the most fragmented. “Students of color were being taken from theit
regular classtooms for BLL, special education services, and remedial reading,
creating segregation throughout the school For the most part, only the White stu-
dents were not being pulled out of the classroom » Principal Tracy re-created a
visual describing this phenomenon
Figure 3.1 represents an elementary classroom and how different programs
in Principal Tracy’s school affected that classtoom The circles at the bottom rep-
resent the students in the classroom and are labeled to identify their tace The shapes
at the top represent various staff members working in separate programs; the pro-
grams ate labeled inside the shapes Each shape repiesents an individual staff
mermber; thus there are two special education triangles, as there were two scpa-
rate special education teachers who worked with children in that class The lines
depict which students were removed from their classroom to go to which programs.
Figure 3.1 also shows which students by 1ace received which pullout programs
prior to Principal Tracy’s restructuring. Tracy pointed out that some students were
removed for different programs multiple times, creating a “very distupted sched-
ule” for these students and a “very distupted classroom” for all He also drew at-
tention to the fact that with only one exception the only students who were never
pulled out were White “Clearly there were 1acist implications that needed to be
examined and changed in how were setving ou kids . .and with all those diffe1-
ent people pulling kids out and all those Kids coming and going, some kids mul-
tiple times a day, look at how impossible it would be to have any continuity of
learning time or even extended time for reading or a block of time for projects,
for the class as a whole but even more so for our marginalized kids ”
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Figure 3.1. Elementary classroom disrupted by the pullout services provided,
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Note: Shapes on top represent staff members and their corresponding pulleut programs: Sp Ed = Special
ed teacher, 5&L = Speech & language therapist, OT = Occupational therapist, T = Physical therapist,
Reading = Title I reading teacher, ESI = English as a Second Language teacher Circles represent
students and are labeled by the student’s race/ethnicity: A& = African American, AS = Asjan L = Latino,
W =white

He also outlined the staffing patterns for the staff and showed that some spe-
cial education teachers wete working with seven or eight classroom teachets and
the ESL teachers worked with about 14 teachers each. “This system prevented
any meaningful teaming or collaboration around meeting the needs of students
inclusively within the tegular classtoom.” Figure 3.2 illustrates the special edu-
cation service delivery for this school prior to the inclusive testructuring and Fig-
ure 3 3 illustrates the ESL service delivery prior to restiucturing In both Figures
3.2 and 3 3, the rectangles around the edge represent the general education class-
rooms, the ovals in the middle represent the various service providers in either
special education or ESL, and the lines represent pulling students from their class-
room to work with the service providers In Figure 3.2, consider how some stu-
dents are removed from thejr class, a few are included, and some have no access
to the general education classroom Also, consider the sheer number of classrooms
from which some of the special education teachers were pulling students, the
demtands involved to connect with all those classroom teachers, and the impossi-
bility of this service plan to foster collaboration between staff members as well as
meaningfuf connections between students and the general curriculum In Figure
3.3, examine the number of classtooms from which the ESL teachers were pull-
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ure 3.2, Special education service delivery prior to inclusive restructuring,
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Notes: Rectangles = elemeniary general education classrooms Resource rooms are used by special
education teachers, who pull students from their general education classrooms. An inclusion classroom is
one with 20 general cducation students and 10 special education students in which a general education
teacher team teaches with a special education teacher A clagsroom for students with significant disabili-
ties is a self-contained special education classroom where all K~5 students who have significant disabili-
ties receive their instruction and spend the majority of their school day.

ing students In both cases, despiie state and federal mandates that ESL and spe-
cial education instruction be tied to the general education curriculum, the very
nature of these service models made it impossible for the specialist to collaborate
with classroom teachers and to make serious connections between the special
programs (special education and ELL) and the genetal education carriculum.
Principal Tracy led a restructuring of the school to “create teams of teachers
that met together to jointly take tesponsibility for the needs of all their students
inside the classrooms. Special education teachers, classrooms teachers, and ELL
teachers now work together to both plan and deliver theit lessons ™ For example,
teams at his school were configured in the following way: “two third-grade gen-
eral education teachers, one special education teacher, and one assistant or
two fourth-giade general education teachers and one FLL teacher.” After the

1estructuting,
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Figure 3.3. [nglish Language Learner service delivery prior to in

restructuring,
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Nates: Rectangles = elementary genezal education classrooms Pullout = ESL teacher taking EL1 stizdents

to 2 ESL resource room to provide instruction

95% of the students with special education needs received inclusive
services and 100% of ESL setvices were provided inclusively. There were
no self-contained special education rooms, no special education or ELL
tesource teachers who pulled kids out of theit classroom to teach them
We had teams of specialists and general education teachers that worked

together to address all, and I mean each and every, need-present

Atter the restructuring, teams were cieated across the school of general education
teachers and specialists (special education and ESL teachers), as Principal Tracy
desctibed. The expectation was that the teams assumed collective responsibility
for all students, as all human resources in the school were working on these teams,
so there were no other separate programs to which to “send” struggling students
Further, the expectations were that all students received the education they needed

through medifying, differentiating, and adapting curriculum and instruction—all
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dents would participate in the genel al education curriculum with their peets.
incipal Tracy pointed out that all meant all—students ‘with sevete di.sabgl‘tlfes,
ognitive disabilities, antism, emotional disabilites, or minor 1321111111{?r dlsabiht_ies
and every other student in the school This involved teams approaching teaching
new ways by letting go of old roles (general education teacher having sole re-
sponsibility of the curriculum and specialist having responsibility for student_s V&{lth
's'pecial needs) and sharing ownership of all students and the CUII.ICHIUHI Moving
i this direction required weekly co-plann ing and daily co-teaching and gommu—
nication This was built into the weekly schedule and was an expectation that
essitated teachers’ changing how they worked Initially, this co-planning felt

Figure 3.4 tepresents the service delivery model for special education after

.. . .the restructuring; Figure 3 5 represents the service delivery for ESL. In examin-

L Figure 3.4. Special education service delivery after restructuring

inclusive Inciusive
Teaming Teaming

Inclusive
Teaming

inclusive
Teaming

Inclusive
Tearmning

Notes: Rectangles = elementary general education classrooms Ovals = special education teachers
Inclusive teaming = a special education teacher teaming with a general education teacher to meet the
range of student needs within the classroom Each special education teacher usually teams with two or
three classroom teachers Bach teamn has one paraprofessional assigned as well
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Figure 3.5. English Language Learner service delivery after r'estmctur'ing.

T
Inclusive e
Teaming with —
Full-time

ESL Teacher

Inclusive
Teaming with
Half-time
ESL Teacher,

Nofes: Rectangles = elementary general education classrooms Inciusive teaming = a general cducation
teacher and an ESL teacher collaborating and coteaching

ing these figures, consider that students are no longer being pulled oui to receive
services and the specialists are working with significantly reduced numbers of
classrooms. This model made it possible to expect collaboration within the gen-
eral education classroom and curriculum because each specialist was paited with
a smaller, manageable number of general education teachers.

This change in service delivery meant that special education assistants and
bilingual resource assistants also provided inclusive progiamming for students
In addition, all talented and gifted as well as Title I reading resources were used
to enhance the classroom learning inclusively through differentiation for students
who needed diverse and extra challenges. Lhe scheol went from having a segre-
gated, pullout model to enacting a coilaborative and inclusive moded during Prin-
cipal Tracy’s tenure While Tracy argued that creating a more inclusive school
was a social justice end in and of itself, he also felt that these inclusive changes
helped raise student achievement These positive changes in student achievement
are discussed in detail in Chapter 6.
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principal Meg. Principal Meg discussed her school’s multiyear process to
minate separate and pullout instructional programs. She recalled that when she

e
‘came to this clementary school she spent time learning about the school, the staff,
- anid the services “During that learning process,” she said, “1 started really notic-
ing how students who wete in povetty Ot students in English as a Second Lan-

guage of students of color in general were always being segregated from the regular
education curriculum » She continued, “The traffic patterns were such that the

“Black kids go to Title 1, the Brown kids go to ESL, the White kids are in the class-
" room, and the kids of color who qualify for more than one special program only

get access Lo one because there wasn’t enough time in the day to access what they

_: Cwere entitled to ”

While questioning these patterns with her staff, Meg undertook a schoolwide

“needs assessment that involved staff and parents working together to identify areas

- of improvement A call for smaller classes had come from all areas of the school
"+ jmprovement process; Principal Meg took that call for smaller classes, combined
7 it with eliminating the segiegated/pullout program at her school, and developed
" an inclusive model that resulted in using all her teacher allocations o iginally tat-
5 geted for pullout special services (ESL teachers, Title I teachers, talented and gifted

" yesource teachers, and discretionary allocation) to lower class size The motiva-

tion was not only to lower class size, but also to get “more equity of time on task
for kids, the least amount of transition for students, more research-based best prac-
tice, like eliminating pullout, and professional development for teachers to wotk
with diverse populations of kids ” A commitment to “using the knowledge and
skills fof the classroom teachers] to try to provide a coherent instructional crga-
nized school day for the child who was the most needy” drove this restructuring

Her effort resulied in inclusive service delivery whereby teachets learned the
skills to meet the needs of all students in the classtoom There were no longer
pullout ESL programs Instead classroom teachers received training to gain dual
certification in general elementary and ESL. There were no longer pullout Title T,
ot programs funded by talented/gifted and other local tesources Instead, class-
room teachers had fewer students and provided all the literacy and other instyuc-
tion for every child in their classroom Special education services wete ajready
inclusive and continued to be provided collaboratively in the general classroom.
Class size dropped from approximately 23 students in each classroom to 15, with
no separate pullout programs. Principal Meg led these changes because it was “the
best way to serve our students "

Principal Dale. Principal Dale relayed similar situations at his middle school.
He spoke of two major initiatives to eliminate pullout and segregated programs
The first centered on the detracking of the math program. in his elimipating a
tracked-by-ability math program., Principal Dale’s thinking was that the previous
lower-track and remedial-level classes for math were “populated by poor and
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minority students ” He said, “We’re trying to provide equity” by shifting to het.
erogencously grouped math instruction

Principal Dale’s second initiative eliminated pullout and segregated programg

“to pretty much fully include special education students into the curriculum We
have about 20 to 25% of our kids from special ed They spend virtually all of theiy
time in a regular education classroom now This shift toward inclusive Serviceg
encompassed students with all categories of disabilities, from mild to ver ¥ com-
plicated to significant behavioral challenges T'he new configuiation replaced the
formet service delivery system whereby instruction for the students with special
education labels took place only in groups of students with special education |a-
bels, outside the regular education classtooms, in resource rooms or in special
education classrooms.

The works of many scholars (Frattura & Capper, 2007; Moses & Cobb, 2001 :
Oakes, 1985) concur with the seven principals’ wotk in eliminating pullout, seg-
regated, and tacked programs. The puiposeful connection these administrators
made between inclusive service decisions and social Jjustice aims makes an im-
portant contribution to understanding effective school leadership. Making this
connection and then elimirating pullout and segregated programs thus becomes a
critical component of the work of school feadets

Increase Academic Rigor and Access to Opportunities

The second strategy these principals used to eliminate structures that maz ginalize/
segregate students and impede the latter’s achievement involved increasing aca-
demic rigor in all students’ classes, specifically for marginalized students, and
providing access to broader school oppottunities for marginalized students. Prin-
cipal Natalie described the changes at her high school “We moved from offering
courses that only matched what teachers wanted to and were used to teaching, to
a schoolwide process that looked at offering what any student would need to get
into college ” She saw a change in course offerings and an increase in rigor across
all courses “We have more academic rigor infused into the curticulum and
we are offeting eight advanced level classes that were never offered before * She
also talked about staff attitudes and how staff were used to having lower expecta-
tions about course content, and she noted that with a push tor broader offerings she
also pushed for higher expectations within the courses “We used to just want kids
to feel good about school, but now they feel good and we have ‘big academics *”
In his school, Principal Scott faced a different dilemma: Mar ginalized students

were being forced out of progiams such as fine arts While this is not typically
interpreted as academic rigor, the notion that these leaders WEIe it compromis-
ing the breath of programming for marginalized students resonates with their
commitment to access and broadly define rigor. Principal Scott discussed his re-
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he middle school schedule so «“a1t students had greater access to

arts 7 He explained:

ts often had to make the choice between [extra help in math} and
taking band. This js a huge problem. .. You see, my rich kids, many of
them have music expetiences outside of school, but for my poot students
they need to have opportunities like band and the arts in school. They

alce the choice between math and music .. S0 We

chould not have tom
' had to change the way we scheduled students It wasn’t easy. but it was

Sﬂlden

o possible

ted how the lens of equity led to an examination of
d then modification of how the schedule was con-
roach of scheduling helped
student populations and thus a more equi-

. Principal Scott demonstra

d detracking middle school math as an essential way to
greater opportunities. Not only does detracking
the general education curticulum

Principal Dale discusse

ked math classes) give all kids access t0 higher-quality
f the remedial classes don’t work The
[Nowl. egsentially, students aie exposed
k, moving away from what | would
ving kids opportunities to

[In addition, detrac
cutriculum because most 0
curticulum is not challenging
{o a broader base of mathematical wor
view as sott of arithmetic orientation, and gi
engage in mote higher-level thinking.
He positioned increasing rigot and opportunities as a major diiving force behind

the changes he led to detrack math.
Principal Tracy echoed Pr incipal Dale’s beliefs about creating the inclusive

services at his school that are desctibed in the previous section on eliminating
pullout and segregated programs. Tracy explained:

What typically bappens in sepatate programs like special ed, ESL, remedial
reading programs, and others is that students do not have meaningful
engagement with the general education core curriculum so it is no wonder
these students fall and stay behind. School improvement for diverse learners
t core general education curriculum and

is about giving all kids access to tha
then focusing all our efforts on making that core curriculum and instruction

as good as possible. Inclusion in this light is really about access and
committing to all students theit right to the core curriculum
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At both Principal Dale and Principal Tracy’s schools, student achievement
rose at the same time of implementation of inclusive/detracked classes For ex.
ample, students in special education improved from 13% reading at grade level to
60%, and all students improved from 50% at grade level to 86% at Principal Tracy’s
school. All the changes in achievement are discussed in detail in Chapter 6.

Prineipal Tracy also changed the structure of the elementary after-school
program enrollment to give marginalized students greater access to impoitant
opportunities usually afforded to more privileged families who typically signed
up early and filled the spots:

The first-come-first-served traditional method of enrollment into our after-
school programs continually excluded our students with the greatest
needs. We created a lottery where we would take traditional enrollment
forms but where we could also recruit the students who historically had
been left out. So in our new system our most needy students had the same
chance or better in enrollment as anyone else’s. We also saved spots for
students who needed the programs. And then when we talked with parents,
I'had a spot and could put them in the program at my discretion = = The
programs were balanced; they weten’t all high-need students and they
weren’t all privileged students. Each program was diverse and reflected
the actual percentages of our school community. 1 didr’t want one more
example of how schools favor the White middle-class families.

Principal Tiacy’s example of changes in enrollment procedures transformed struc-
tures that denied marginalized students access to a wealth of opportunities

This type of balanced and demographically representative enrofiment is
what Frattuia and Capper (2007) called for in planning and developing all school
services. Lyman and Villani (2002) suggested that students living in poverty
are often given lower-quality programs, accompanied by lower expectations for
their achievement. They argued against the belief that “schools can never over-
come poverty’s impact, that we should just settle for lesser learning, for lower
academic achievement in high poverty schools” (p. 275) Théir conclusion was
consistent with the description here, in that these principals increased both rigor
of academics and access to a wider breadth of opportunities. By doing so, they
successfully worked to dismantle the “two-tier system” (L vman & Villani, 2002,
p. 251) that exists for marginalized students Likewise, Scheurich (1998) found
that the principals in the schools he studied also Ted their schools to develop
high achievement “not by lowering expectations” but “by reconceptualizing what
is possible for all children and by refusing any other result” (p. 461) His find-
ings echoed the perspectives of the principals in this book in that holding high

expectations for achievement requires a commitment to academic rigor for every
student.
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Principal Meg 1elayed a story about theit
" After eliminating the school’s pullout services
- talented, she described what occurred:
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udeni-Learning Time

chool structures to advance
for all was increasing students’ Jearning time. This took
from reducing transitions during the school day to increasing at-

of-school discipline to reducing dropouts. Ihe prin-
learning for their most mat ginalized

diverse forms,
{endance, from reducing out-
als saw these actions as central to incieasing

elemeniary school restructuring.
for BLL, Title 1, and gifted and

The kids had more continuity in their day; they had more time on task All
those transitions with students coming and going, all this time where
students were walking to their “pullout” programs, al} of those disruptions
were elimipated So basically they were getting more instruction while

they wete in school.

s to eliminating the pullout SeTvVices;
ces did not have so much downtime,
ooms, and so much dis-
which frequently led to

Meg believed that there were many benefit
one was that students receiving special servi
so much wasted time walking to and from pullout classt
rupted time trying to transition between environments,

behavior issues and more missed learning time.
Principal Dale sought to increase middle school student-learning time in two

ways First, he discussed the relationship he saw between learning time increas-
ing as suspensions decteased “Over the 7 years [ have been here, we have had a
20% to 30% reduction in suspensions ” Principal Dale stated that “this data means”
that some of his “most needy students remained in school more days instead of

being sent home ” This happened because

we developed relationships with kids, but additionalty I changed the
way discipline was handled and viewed We moved from a “send the
disruptive kids out of class and send them home” model to a much
more relationship-based. process-otiented model We needed to move
away ftom a criminalization of our students to learning to see behavior

as communication.

The second way he saw learning time increase was through a small but steady
increase in the daily attendance rate of the students “We worked to connect with
our students, get out students engaged in class, and create classes where they felt
they belonged and where they were challenged ” Principal Dale went on, “The
average daily attendance rate for our school 3 years ago was about 90% .. and
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[now it has steadily risen] to 94% " Over the course of a school year a 4% increage
means being in school, on average, 6 to 10 mote days in school per student
These principals’ experiences suggested that an impoitant aspect of socially
just schools was a commitment to provide each child theright to the maximum
amount of instructional time The literature on leadership for social justice dogg
not focus specifically on increasing the amount of leatning time. However, the
literature on literacy (Au, Carroll, & Scheu, 1997; Cunningham & Allington, 1994,
Taylor, Pearson, Clark, & Walpole, 1999} and science and math (Burns, 1999,
Moses & Cobb, 2001 ; Schmidt, 1997) has demonstrated this need for ample time
during the school day for students to learn and apply skifls Hart and Bredeson
(1996) argued that to positively influence student achievement, principals need
to protect, maintain, and champion teaching and learning time. By increasing the
learning time in their schools for marginalized students, these principals put into
practice what the literature described as essential for hi ghlevels of student learning

Increase Accountability for the Achievement of All Students

The fourth strategy the principals evoked to change unjust structures involved
collecting and analyzing data to understand the academic performance of every
student Principal Natalie discussed the state of accountability and collection of
information when she arrived at her high school as principal:

Data wasn’t kept before I got here .~ Now we keep all kinds of data that

we use to inform our decision making [We keep] the percentage [of

students] who have been accepted to and plan on attending postsecondary
the percent of special education students composite ACT scores

.. suspension data . .. AOD data  actual track of attendance data
and achievement data

Principal Natzalie took an additional approach to accountability in terms of stu-
dent achievement Until she became principal, the school “had never done a gradu-
ate survey. . [ did a graduate survey and we got a lot of information from our
graduates " She initiated an ongoing survey of their graduates, compiled this data,
and used the information to drive planning for academic course offerings as well
as improving the climate. “We needed to be more accountable to our students and
their future after they leave us Our graduate survey gives us information about

areas of strength and areas needing change Principal Natalie discussed the change
that came from these surveys:

Students indicated they felt connected to some of their teachers but not
challenged enough and a number of students who were in college shazed
they did not have the same college preparation classes that theit peets in
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- Principal Scott ased his middle school achievement data to inform numet-
i1g conversarions throughout the school. One example he cited entailed using data
during difficult conversations with staff members. Before one such conversation,

“Principal Scott

" compiled a variety of data 1 spoke with the teacher and brought up the
fact that this teacher failed the most African American students in the
entire school district. T had the data to show this, so we weie able to have
serious conversations about this serious issue.

" Principal Scott stated that he felt using these data helped ground this and othet

fmportant conversations in the achievement of marginalized students.

_ Principal Meg explained that when she arrived at her elementary school, there
were no documentation ot achievement tecords for any of the students learning

English When she discussed if ELL students wete achieving at grade level, she

stated:

1ts

ctures involved
mance of every
nd collection of
Well, we had no idea, if they were at grade level It's sort of irrelevant

because we didn’t pay attention. So my guess would be that they weren’t
at grade level .. The biggest disparity was they weren’t even counted o1
thought of like the rest of the kids at school They're treated so separately

wds of data that
z1centage [of

postsecondary and sepatate isn’t equal so they totally get left out and so we’ll say we're
ACT scores delivering these special service, but we're not going to pay atiention to
ance data whether ot not they’1e effective. Who monitors this? Nobody is account-

able. When we started we had no data on our FLL kids.

in terms of stu- Principal Meg explained that now every child at her school has informal

erdoneagradu- portfolios and achievement data recorded at least three times a year Local teach-
aation from owr ers designed the assessments, aligned them with state and local standards, and
qpil?d thisdata, - admimistered them individually or in small groups A wealth of information came
fferings as well from the assessments and this information allowed the teachers (o individualize
ur stuflents and their curriculum and design instruction taifored to the needs of all of their students.
ormation about These principals increased the level of monitoring of student achievement

ssed the change While accountahility is presently a politically charged concept and there is a cari-

cature that people opposed to high-stakes testing deplore accountability, these
principals present a different view. They were very pro-accountability and very
1e1s but not i pro-data They used accountability not punitively but in a formative way They
)H‘?ge shared B demonstrated a commitment to understand the realities of their school and used
heir peers in data to help build that understanding for their teachers as well as for themselves
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Their desire to have and use data allowed them to lead discussions and planning
around specific realities of their students, in particular their neediest students. The
literature on leading for social justice complements this reality.

Riester, Pursch, and Skrla {2002) described how the principals and teachers
in their study 1aised student achievement by using data; -

On-going data collection was a way to guide and inform instiuction .  In these
schools, data collection included the process of continually reviewing ongoing records
of students’ academic growth. The data took many forms Thus data served 5
multitude of purposes. (p. 298)

Scheurich (1998) noted that the principals and staffs he studied shared this ongo-
ing commitment to using data. Scheurich and Skrla (2003) argued that data are

highly useful for developing equitable and excelient schools We need a way to
mark the student learning that we either are or are not accomplishing In addition,
when we have the kind of inequities by specific student groups, like racial groups,
that we currently have, we need a way to mark those differences and to mark the
erasure of those differences. (pp. 64-65)

Skrla, Scheurich, Garcia, and Nolly (2004) also describe the importance and
use of data to understand where inequities in teacher quality, programs, and achieve-
ment exist There were paraltels between the principals they studied and the princi-
pals in this book in that they all shased a commitment to collect and use data to help
improve the learning and climate of the schools in a more equitable fashion

CONCLUSION

These seven principals used four strategies to eliminate unjust structures that
impeded the achievement of all students While the principals highlighted the first
strategy of eliminating pullout/segregated programs as a necessary starting place,
they were focused on advancing inclusion and access by using all four stiategies

Combining them created structural improvements that made their schools more
just and contributed to improved student achievement. They eliminated pullout/
segregated programs, increased the rigor of academic classes and access to these
opportunities, increased student learning time, and increased accountability for
the achievement of all students. These changes are clearly distinct from what occurs
in traditional school improvement, which typically focuses on adding new reme-
dial or intervention programs or creates a new pire—special education referral sys-
tem These seven principals led their schools to change historically entrenched
stroctures that brought marginalized students info more rigorous academic gen-
eral education classrooms with support, eliminated pullout and separate programs,
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ons and planning:
iest students The

“and increased access to opportunities outside traditional academic classes. Enact-
ing these strategies had significant impact on mat ginalized students and their learn-
ing and improved the averall academic environment at all these schools.
The conclusion of this chapter will focus on the inclusive structures that the
'principals created and used as they eliminated pullout and segregated programs.
. The principals discussed here provided ideas about what the next generation of
inclusion and integrated services will look like Certainly, the placement of all
" students in heterogeneous classrooms where teams of educators collaboratively
: provide services for all students moves beyond the traditional model of inclusion
- of some students with disabilities to an approach that creates inclusive schools
* for all students The examples provided by Principals Dale and Tracy whereby
- general educators and specialists co-plan, co-teach, and take joint responsibility
for all students together articulate this next generation of inclusion

Principal Meg pushes beyond even Principals Tracy and Dale with the re-
" structuring of ELL services. This glimpse further down the inclusive and inber-
ently socially just continuum relies on multiply certified educators with general
education and specialist knowledge and skills who take sole responsibility for the
education of a smaller number of students. Principal Meg pushes beyond restruc-
turing to blur the distinction between general educator and specialist, positions
responsibility for all forms of learning within the general classioom., and creates
small communities of students so that teachers can actually reach each pupil
Regardless of their approach, the seven principals alf felt and took responsibility
for students with varying special needs—students in special education and ELL
students In contrast with many school leaders, these principals did not assume it
was the special education director’s role to ensure that students with disabilities
got the appropriate education; they felt it was theirs. Nor did they relinquish the
knowledge and authority about students with disabilities to the special education
teachers; they knew all the students with disabilities in their schools and knew
who was serving those students, and regardless of the district policies that brought
students with special needs into their schools, these principals saw these tradi-
tionally marginalized students as equal to any other student in their school The
same outlook held true for ELL students. The principals provided specific ap-
proaches and broad philosophical concepts that can serve as a guide in develop-
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daccesstothese " In examining both the practices and success of these new models of inclu-
zcountability for - sive services for all students, there are stiategies and lessons to be learned that
‘Tom what occurs may benefit all students and, in particular, marginalized students, thereby dem-
ifimg new reme- o onstrating that social justice and inclusion are inherently linked. The aim of this
tion referral sys- leadership must be undetstood not as reaching a final destination of social justice,
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parate programs,

but as a continual struggle and process of striving for more inclusive and more
socially just practices. These principals helped to define new evolutions of inte-
grated/inclusive services that provide effective education for all students




